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ABSTRACT
TRANSFORMING EQUITY INTO LASTING SOLUTIONS. AN EXAMINATION OF
THE EFFECTS OF RACE ON CULTURALLY RELEVANT PEDAGOGY
Aliceia Varriale

Culturally relevant teaching is proposed as a powerful method for increasing
student achievement and engagement and for reducing achievement gaps. Nevertheless,
the research demonstrating its effectiveness consists primarily of case studies of
exemplary classrooms. This research sought to find any disparities that may arise due to
challenges in equity policies by examining teachers’ racially conscious belief in
operationalizing culturally responsive teaching. Due to its constructivist nature, culturally
relevant pedagogy (CRP) approach relies on the beliefs and attitudes of educators with
respect to cultural efficacy, their view-points of the world and its cultures and their
dispositions on race. The Culturally Responsive Teaching Self-Efficacy (CRTSE; Siwatu,
2007) scale and the Color-Blind Racial Attitude Scale (CoBRAS; Neville et al., 2000)
along with teachers’ race and academic subject were used to gauge teachers input for
possible relationships and to answer the research questions. Study participants consisted
of 195 in service public school teachers taken from two school districts located in the
suburbs of Eastern New York. Comparative and correlational analysis were utilized to
explore the correlation between teachers’ self-reported information. Findings revealed
significant differences amongst teachers’ racial groups with regards to color blinded
racial attitude (CoBRAS) and all of CoBRAS factors; Unawareness of Racial Privilege,
Unawareness of Institutional Discrimination and Unawareness of Blatant Racial Issues.

The results also showed significance between African American teachers’ group levels in
culturally responsive self-efficacy and color blinded racial attitude. Culturally responsive
teaching demands that teachers have a critical attitude towards the social forces that
generate inequality. Understanding teachers' experiences of culturally sensitive teaching
and their racially conscious stance provides insight into the support structures and
professional development that are needed for teacher self-efficacy. With modifications to
this study, such as sample size and region, further analysis may bring a different
response. There must be a continuation of lift and promotion of the race consciousness of
educators in order to overcome their own cultural prejudices and tackle the structural
origins of racism in school policies and practices.
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CHAPTER 1: INTRODUCTION
The fight to resolve and maintain educational equity has been decades in the
making. Throughout the years there have been many trials as a down payment on a
commitment to equity. These education reform policies have been uniquely positioned to
transform injustice into a more inclusive practice in pursuit of equity. Regardless of the
pursuit, the epistemological review reveals the regular societal oppression encountered.
These roadblocks perpetuates from the educational practices, policies, and environments
and add to the sustentation of the inequitable status quo. The historical attempts to merge
marginalized students along the same level as their Anglo peers have had questionable
effectiveness. Culturally relevant pedagogy and equity policies are now seen as the
paradigm shift to plant socially conscious expressions as to cultivate change towards the
progress of the disenfranchised. This movement calls for examination in the beliefs and
notions about race and class, as well as power and privilege in the teaching force (Banks,
2004; Howard, 2003a) whose majority are amongst White middle-class. Given the lack of
diversity among teachers and the growing population of students of color, understanding
the racial attitude of teachers becomes important.
The National Center for Education Statistics shows a steady rise in the number of
enrollment of African American and Hispanic students in American schools, including
the state of New York. This indicates the changing faces of students and the need to
connect with these groups. According to NCES (McFarland et al., 2018), public school
enrollments are projected to be higher in 2026 for Blacks and Hispanics, while a lower
projection is expected for Whites. The data also shows a less than 5% increase in the
graduation rate for the New York region. New York State Education Department
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(NYSED) shows a steady graduation rate of 90% for Whites with a dropout rate of 4%
whereas the graduation rate for African American and Hispanic students were rising by
one to two percent both at 75% with a dropout rate of 8% and 10% respectively.
According to the Census Bureau (2018), over 1/3 of the United States is African
American and Hispanic. Presently, these groups comprise more than 40% of the
population, and by 2040 they will encompass 50% of the population. These rising
statistics suggest a need for a constructivist approach to education. Only about half of
African American and Latino ninth-graders graduate high school in four years, compared
to 88.7 percent of Asian Americans and 86.6 percent of Whites (DePaoli et al., 2015).
Relative to individuals who complete high school, the average high school dropout costs
the economy approximately $266,000 over a lifetime in terms of lower tax contributions,
higher reliance on Medicaid and Medicare, higher rates of criminal activity, and higher
reliance on welfare (McFarland et al., 2018; Rumberger, 2008).
Trends in High School Dropout and Completion Rates in the United States: 2018
Compendium Report shows a dropout rate of 4.8% where Blacks and Hispanic represent
10.6% and Whites 4.5%. The report shows black and brown students' percentage drop out
rate was higher for each consecutive year, while the status completion rate showed
Whites being higher for the same time period. White students’ status completion rate was
consistently higher than their Black and Hispanic peers. New York represents 5.5%
slightly below the national average of 5.8% where the dropout rate for both African
American and Hispanic students are higher than their Anglo peers (McFarland et al.,
2018).
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Trends for Adjusted Cohort Graduation Rate (ACGR) showed a 21% gap in
graduation rate between Whites and Black students for New York in 2015/16 school year
(McFarland et al., 2018). White students had higher ACGRs than Black and Latino
students in every state except one and the District of Columbia. Vermont was the only
state in which the ACGR for Hispanic students (89 percent) was higher than the ACGR
for White students who had a rate of 88 percent. The report also showed New York as
being one of the few states to report the largest gaps in ACGR between White and Black
students. A major contributing factor to the high dropout phenomenon, especially
amongst minority students, is a lack of connection to school (Gains, 2018). According to
Gaines (2018), approximately half of students are chronically disengaged from school by
the time they reach high school and chronic school disengagement contributes to the
dropout rates, as 21% of US students do not graduate from high school.
If New York hopes to meet the college-educated workforce demands,
stakeholders must ensure the educational success of these disenfranchised students, who
represent about half of all students in the K–12 system (New York Department of
Education, 2020). Denying equal access will add to the promotion of Social stratification.
Pasque et al. (2012) asserts that, “equity concerns are foundational to students’ lives:
marginalized identities, opportunity to learn, access, persistence, attainment, pedagogy,
and the social stratification produced by participation in higher education” (p. 7). Critical
approaches to data analysis and reporting are important steps towards addressing and
framing lasting solutions for advancing equity. Critical inquiry grounded in lived
experiences with power relations and social justice as concerns are the pivotal points to
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moving towards equitable outcomes. It draws upon the notions of justice and centering
marginalized voices in order to promote emancipation, liberation, and equity.
Scholars have used Critical Race Theory (CRT) as a gateway to promote the lives
of the disenfranchised. CRT begins with the belief that racism is fixed, not deviant in our
everyday lives (Delgado, 1995). According to CRT scholars, there is a ubiquitous air of
racism in U.S. society (Bell, 1987, 1992; Crenshaw et al., 1987; Delgado & Stefancic,
2017). CRT proposes that the conceptions of racism and racial subordination as
understood as part of the civil rights legal discourse is neither impartial nor adequate to
overcome the centuries of oppression of people of color. It challenges the ability of
schools to be neutral and unbiased. CRT provides educators with tools to recognize ways
of turning current practices in instruction, pedagogy, teaching and learning into practices
that eliminate color blindness and meritocracy and allow alignment of interest and
experience in school-wide curricula. Ladson-Billings (1998) asserts that school
curriculum is “designed to maintain a White supremacist master script” (p. 18). Without
acknowledging and altering White supremacy and privilege, education inequities will
remain in place and ensure the status quo continues (Allen, 2017; Ladson-Billings, 1998).
There is a psychological race wall that envelopes the underserved reality. We
need to examine this mental ostracization of minorities in an academic setting that
catalyzes white privilege, as well as the curricular and instructional bias that is
entrenched in Eurocentric pedagogy (Cochran-Smith, 1995, 2000; Delpit, 1995; Sleeter,
2001). Freire (2018) highlights the remarks made by a White professor working in an
urban university that prides itself for its diversity: “We just want these black kids to learn
how to learn” (p.7). These are the common perceptions shown by educators who remain
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shackled by white supremacist ideologies. Their ingrained myths and belief about
children from different cultures than their own blinds them to the capability of their
learning.
The Problem Statement
Equity is often the impetus for policy changes and addendum in education.
Brown (1954) was the landmark case set as the trailblazer to guarantee equal protection
with the end to de jure segregation that brought unequal access to education. It brought a
reimagining of a promise of American democracy. However successful, it did not affect
systems beyond education, which in retrospect, sustained de facto segregation, which by
expansion kept schools and communities highly segregated. White students and students
of color have continued to experience separate and unequal learning environments.
Culturally relevant pedagogy has been put in place to help even the playing field of the
education discourse and to improve the academic experiences of children who have been
marginalized by the Eurocentric curriculum used by schools. However, there seems to be
limitations that prevent transforming this form of equity into lasting solutions.
Research using culturally relevant pedagogy is viewed as the paradigm shift
towards sustaining equitable outcomes. This model addresses student achievement, the
development of cultural identity and critical perspectives students need in order to
challenge inequities that schools and institutions preserve (Ladson-Billings, 1995b). To
that end, it is important to examine pedagogical practices and resources for opportunities
to integrate critical approaches. Scholars have warned about the dispositions and beliefs
of educators infused in the vernacular of culturally responsive equity (Bonilla-Silva,
2010) while others have shown the limited efforts made to prepare teachers for this
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transformative approach (Siwatu, 2011). Although this form of pedagogy has been
studied for many years, its literature extensive and has been championed by scholars and
researchers alike as “the” equity tool, a gap exists in the empirical data concerning
teachers’ racial views and its connection to factors implementing culturally responsive
teaching (Admas, 2019; Byrd, 2016; Evans, 2017; Neville et al., 2016). Most of the
studies relate to pre-service teachers in teacher preparation programs (Jupp et al., 2019).
Further empirical research is thus needed related to the racial perceptions and beliefs of
teachers in the art of culturally responsive teaching.
This study explores teachers’ racial attitude (color blindness) and its relationship
with teachers’ race, academic subject and self-efficacy with culturally relevant teaching.
Before dismantling structures which reproduces inequity, teachers must reflect on their
positionality coherent to the cultivation of the beliefs and values advocating a
multicultural framework (Whitaker & Valtierra, 2018).
Theoretical Framework
Critical race theory is the theoretical framework for this study. It underscores the
intersectionality of race and class and their influence on educational practice and policy.
Concerns with democracy and equity seem to follow fickle solutions made by
policyholders. Thoughtful analysis regarding the roots of differentiation and the practices
and policies that lay the groundwork must be examined for “true” reform to take place.
When we are able to transcend from a dystopia where differentiation models exist, then
we can say we are truly reformed. Critical race theory (CRT) was chosen as the lens to
frame this study because it focuses on the lives of the disenfranchised. This theory was
founded through the writings of legal scholars Derrick Bell, Alan Freeman, and Richard
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Delgado. It began in the legal field during the 1970s to address the ingrained racism in
the laws and culture of the United States (Bell, 1980). Critical race theorists argue that
although the civil rights law toned down the violence of racism it did not contest the
covert forms of everyday racism. This form of racism can be defined as those routine
activities and events which are filled with some degree of racial unconscious mal-intent.
These norms can also be defined as those institutional policies and practices which are
equal in nature but which have a disproportionately negative effect on racial minority
groups (Lawrence, 1987). Critical race theory made its way into the educational field in
the 1980s through the work of Ladson-Billings and Tate (1995), Duncan (2002), Lynn,
Yosso, Solórzano, and Parker (2002) and DeCuir-Gunby and Dixson (2004).
DeCuir-Gunby and Dixson (2004) recalls the five principal tenets employed by
this theoretical approach: 1) Centralize race and racism, 2) challenge the dominant
perspective, 3) commit to social justice, 4) value experiential knowledge, and 5) conduct
interdisciplinary research. The first tenet focuses on racism as being threaded into the
fabric of the American culture (Bell, 1980). The dominant group’s White, Christian,
middle-class, heterosexual norms have become the reference point against which other
groups are judged. They set the standard for what is “normal” and expect all to follow
suit. Ladson-Billings (1998) posits this is where CRT exposes racism for what it is. The
second tenet relates to “whiteness” as a source of property. This construct is unearthed
through a historical perspective where federal policies granted property and privilege
ownership to White people which supported the status quo. Through this lens, property is
understood as a “right” that has historically benefited Whites, while disadvantaging
African Americans and other minority groups (Bell, 2004). Interest convergence (Bell,
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1980), the third tenet, relates to the sole benefits of Whites in the advancement of people
of color. CRT professes that civil rights and racial emancipation for African Americans
can only be achieved if it correlates with Whites’ interests (Bell, 1980, 2004; Delgado &
Stefancic, 2017; Ladson-Billings, 2004). Through experiential knowledge (tenet 4) which
arose from counter-stories, CRT scholars seek to recreate the perception of the norm
regarding the voices of the oppressed (Bell, 1987, 1992; Delgado, 1984, 1990, 1992;
Matsuda, 2018). These stories point out the inconsistencies of what is told as being the
truth by the dominant class to the oppressed knowledge of truth from their own
experiences. The fifth tenet-interdisciplinary refers to CRT’s cross sectional themes. CRT
is molded from many fields, funneled through its original context of law and society.
CRT theorists have regard these disciplines as built historically and socially to
improve the lives of the marginalized by involving them in emancipatory dialogue,
actively seeking solutions and not acknowledging the inevitability of the current
situation, and questioning the status quo in order to resist it adhering to ruling class
philosophies. The struggle of the critical race theorist is the battle of raising the
consciousness of the dominant class to be cognizant of and attend to the voices of those
who are marginalized (Delgado & Stefancic, 2013; Matsuda, 2018). Education scholars
have adopted these tenets into the field of education to be used as a tool for analyzing the
parts played by racism in American schooling (Dixson & Rousseau, 2006; LadsonBillings & Tate, 1995). CRT and educational researchers have also examined the links
between CRT and education, additionally, they have used CRT to investigate particular
problems in education such as qualitative study techniques, pedagogy and practice, the
schooling experiences of disadvantaged students of color, and the effectiveness of race-
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conscious education policy. These scholars are critically questioning the role of race and
racism in all aspects of their work, and emphasizing the need for further research in this
regard. With this new inquiry, CRT has exposed the marginalization of race in critical
pedagogy and multicultural education. Literature on the dominance system and the
socially reproductive role of schools tells us that schools will perpetuate and replicate
social hierarchies that hinder people’s growth that hold a lower social status (Persell,
1977).
Purpose of the Study
The main purpose of this study was to examine the effects of teachers’ selfefficacy in culturally responsive pedagogy, race and academic content on their racial
attitude. According to the literature on culturally CRP, educators’ beliefs and attitudes are
the initial constructs for enacting and promoting this transformative pedagogy. Education
scholars have shifted the paradigm of educating marginalized students. The litmus test
used to move the spectrum to one which is more equitable is culturally relevant pedagogy
(CRP). On the premise of infusing students culture into the school curriculum and
directly into the classroom, researchers (Gay, 2000; Ladson-Billings, 1995, 2008, 2002;
Howard, 2003) have showed the academic progress of African American and Latino
students along with other ethnic groups. Although progress was shown with these groups,
this improvement was made with accomplished experienced teachers who, mostly, were
handpicked for these studies. Other literature on culturally relevant pedagogy show a
theory not ready for practice because of the unconscious racism, colorblindness,
meritocracy and prevalent institutional racism (Cochran-Smith, 2000; Sleeter, 1994;
Tatum, 1997; Khalifa et al., 2016).
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Critical race theory (CRT) is used as a tool for educators to recognize and
confront racism in schools and systems in place reproducing these oppressive structures.
It is the lens for educators to identify and confront ideologies reminiscing from racial and
oppressive systems. It magnifies the marginalization of minorities in curricula. CRT view
is focused on the need for teachers to determine their own complicity in fostering white
dominance at the detriment of minority students. Thus this study brings awareness to
educators’ self-reflection and mental models when using this transformative approach to
teaching and learning. The study aims to show that the effects of culturally relevant
pedagogy (CRP) becomes efficacious through the absences of racist ideologies. This
research discusses the context of the relationship between intertwined parameters shaping
the experiences of students of color in culturally relevant classrooms (Figure 1). What
sometimes gets lost in the educational process is an emphasis on the interpersonal
relation between teacher and student, the temperament of the teacher and how this
influences the student’s intrinsic drive and desire to excel. Forms of hidden racism is
reflected in entrenched policies, practices, biased curriculum, and standardized testing in
schools. Without acknowledging and altering the elements of racism and privilege,
education inequities will stay in place and ensure the status quo persists (Ladson-Billings,
1998).
If we truly seek to educate for academic equity we need to seek through our own
consciousness and question our position on colorblindness and its emphasis on neutrality
and meritocracy. Culturally relevant pedagogy has shown to produce upward mobility
gauging towards academic success of marginalized students. Only by examining our own
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consciousness and reflecting on our pedagogical practices are we able to alter our
perceptions and belief in our approach to this form of instruction.
Significance and Rationale
According to the National Center for Education Statistics and the U.S. Census
Bureau, the racial/ethnic distributions of public school students across the country have
shifted. It is projected that over half of the school population comprises students of color
and this trend of increasing diversity in our nation’s schools are not expected to change
anytime soon. The academic gap between Whites and students of color is a screaming
fact that we need to explore remedies to help build equity within our schools. Culturally
relevant pedagogy (CRP) is one theory put into practice for selected experienced
teachers. This study uses Critical Race Theory (CRT) as a lens to understand how the
intersection of race and racial ideologies is affected by the cultural pedagogy dimension.
There is a need to turn this theory into practice for all teachers of minority students. The
struggle is to increase the race awareness of the ruling class by pressuring them to
respond to the voices of those who are marginalized (Delgado & Stefancic, 2013).
In a wider view of the explanation and solution of the macro-level achievement
gap (Allen, 2017; Morris, 2016), academics who advocate student activism and social
justice as part of the teaching role argue for the creation of successful teachers for
students on moral grounds as part of the teaching role (Ladson-Billings, 1995a). It is
imperative for the continued examination of the pedagogical practices relating to the
upliftment of students of color. There is a need to investigate teachers' race consciousness
with regard to racial colorblind attitudes (Freeman, 2016) in order to improve pedagogies
for culturally sensitive teaching, as there is a gap in the literature, especially in teacher
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training for urban contexts (Knowles & Hawkman, 2019; Khalifa et al., 2016).This study
explores the perceptions and beliefs of teachers with the aim of discovering the
professional development needs of culturally responsive teachers. One goal of the study
was finding the nuances of the racial overtones hampering the overall success of CRP.
The overall objective is to be more effective in supporting marginalized students’
engagement and eventual achievement with goals focused towards higher education.
Research Questions
Research Question1: Are there differences in the racial attitude between teachers of
different race, academic subject and self-efficacy in providing culturally responsive
instruction?
Research Question 2: Are there differences in unawareness of racial privilege between
teachers of different race, academic subject and self-efficacy in providing culturally
responsive instruction?
Research Question 3: Are there differences in unawareness of institutional discrimination
between teachers of different race, academic subject and self-efficacy in providing
culturally responsive instruction?
Research Question 4: Are there differences in unawareness of blatant racial issues
between teachers of different race, academic subject and self-efficacy in providing
culturally responsive instruction?
Definition of Terms
The following definition of terms is relevant and applicable to the present study.
Critical race theory-A framework or set of basic perspectives, methods, and
pedagogy that seeks to identify, analyze, and transform those structural and cultural
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aspects of society that maintain the subordination and marginalization of people of color
(Solorzano & Yosso, 2001).
Culturally relevant pedagogy- Gloria Ladson-Billings (1995, 2002, 2008)
articulates culturally relevant pedagogy (CRP) as a theoretical model that explores
student achievement and helps students understand and affirm their cultural identity
while generating important insights that challenge schools’ inequities. It is based on three
principles: academic achievement, cultural competence, and sociopolitical understanding.
Culturally responsive teaching- Practice of using students’ home culture to
scaffold learning and make meaningful pedagogical connections (Ladson-Billings,
1998).
Self-Efficacy- An individual's confidence in their ability to carry out the actions
required to achieve specified performance goals. Self-efficacy is a measure of one's belief
in one's ability to influence one's own motivation, behavior, and social environment
(Bandura, 1977).
Race- A social construction of the concept of identity (Parker, 1999). Race was
used as teachers’ self-identified ethnic group.
Academic Subject- This refers to the discipline or mastery content in which
teachers deliver their daily instruction.
Culturally Responsive Teaching Self Efficacy (CRTSE) - A teacher’s selfreported confidence in their ability to teach in a culturally responsive manner (Siwatu,
2007). In this study the instrument developed by Siwatu (2007) was used to measure
teachers’ self-efficacy in culturally responsive teaching. An index score was calculated
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based on the average of the item results. These scores were then placed into levels
categorizing teachers into different CRTSE groups.
Sociopolitical consciousness- is the ability to take learning beyond the confines
of the classroom using school knowledge and skills to identify, analyze, and solve realworld problems (Ladson-Billings, 2014; Gay, 2000).
Color blinded racial attitude- Color blinded racial attitude is the total score on
the CoBRAS scale (Neville et al., 2000). The CoBRAS was used to measure teachers’
self-reported perception of their own color blind racial attitude.
Unawareness of racial privilege- The idea that being White gives you
advantages; these are unjustified benefits that Whites have over persons of color because
of their race. For this study, this unawareness was a sub-score of the items connected
with racial attitude on the CoBRAS total.
Unawareness of institutional discrimination- The lack of understanding of the
consequences of institutionalized racial discrimination and exclusion (Neville et al.,
2000) because of the dearth of shared experiences between educators and the diverse
pupils with whom they serve. For this study, this unawareness was a sub-score of the
items connected with racial attitude on the CoBRAS total.
Unawareness of blatant racial issues- Neville et al. (2000) defines this as a lack
of knowledge of overt racial concerns which equates to a lack of understanding of
widespread racial prejudice. One may be unconscious of their own racial biases and
prejudices, as well as the institutional racism that pervades society and because of this
ignorance, it is difficult to notice and distinguish when and how institutional and overt
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prejudice happens, or even that one may be the offender. For this study, this unawareness
was a sub-score of the items connected with racial attitude on the CoBRAS total.
Figure 1
Relationship between Teachers’ CTRSE, Race, Academic Subject and Racial Attitude
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CHAPTER 2: REVIEW OF RELATED LITERATURE
In April 2015 ESSA (Every Student Succeed Act) was signed into law. ESSA
promises an equal educational opportunity for all students. According to ESSA, its policy
will ensure students who have historically been underserved will receive an education
that prepares them for the demands of the future (Cook-Harvey et al., 2016). As we settle
into the ESSA era, we must acknowledge the flaws of past praxis so as not to repeat
mistakes. Six decades after the Brown v. Board of Education decision, and fifty years
after the Civil Rights Movement, the academic outcomes for Latino and African
American students are still significantly lower than those of Anglo students. White
students and students of color continue to experience unequal forms of education. As
Morris (2016) stated, “the lingering barriers to a quality education and the
transgenerational trauma associated with internalized ideas about performance in school
have yet to be exhaustively measured” (p.7).
Equity policies in education focuses on data derived from standardized tests,
enrollment and retention, and/or graduation rates to address issues of the achievement
gap (Darling-Hammond, 2015; Gutierrez & Dixon-Román, 2011; Jordan, 2010; Lipman
& Gutstein, 2001; Price-Curtis, 1981). These markers influence discourses around equity
and chart marginalized students as an “entity” of school needing some “plan” for
addressing school inequities (Dumas et al., 2016). Policies expound their application
through practices related to their goals. They create the conditions that regulate their
meanings.
Ball (2013) recalls divergent discourses in racial equity work as an application
where “new” and “old” policies oppose each other where some are marginalized or
hegemonized and others are expropriated. This means that many children are failed by
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these policies as they act as experimental designs and hypotheses needing “testing” to see
any beneficial significance. ESSA’s new provisions promise to advance equity and
excellence throughout schools. One of these explicit focuses is the higher order thinking
skills needed for students to be competitive in the 21st century. Its goal is to forgo the
rote-educational practices of the past (Freire, 2018) and transcend into one which
establishes equity-enhancing targets to reduce the achievement and opportunity gap
(Cook et al., 2016).
Equity policies, with all its “just” resolve sometimes unintentionally leave many
children behind. Advocates need to recall mistakes from the past with an overemphasis
on accountability systems which is directed away from the looming achievement gap
between underserved students and their peers. If education is a civil right, then we must
look between all cracks for policies that run counter to the movement toward education
equity. If we’re interested in reducing achievement gaps among advantaged and
disadvantaged children, we’re going to need to think bigger than school
reform. Historically, the curriculum in U.S. schools has long been a tool of racial
oppression (Banks, 2004). It stems from the persistence and pervasiveness of racism
which is adherent in U.S. society (Bell, 1987, 1992; Crenshaw, 1987; Delgado &
Stefancic, 2013).
Persell (2012) notes that a great deal of work has been made in empirical studies
to understand ethnic disparities in educational performance for Black and White
population comparisons. A review on the literature reveals the history of slavery in the
American culture has a direct connection to the stratification from which the benefits fall
mainly on the dominant class. Persell also notes the power relations to other groups
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through racialized power structures attained by academic achievement (Persell, 2012).
This racialized relationship continues to evolve through parameters such as
socioeconomic deprivation, racial-ethnic segregation and inferiority by stigmatization of
the lower class. Fischer et al. recalls the segregational experience of subordinates groups
and consistent disadvantages and stigma their children have to face due to the groups in
which they belong (Fischer et al., 1996). This gives credence to the importance of
examining the race consciousness of educators responsible for promoting children's
success.
Siwatu (2007) and others draws attention to the correlation between the growing
number of culturally diverse students and teachers with Euro-American cultural norms,
placing great importance on the teaching practices reflective of culturally responsive
instruction (Aragón et al., 2017) and the racial disposition (Evans, 2017; Neville et al.,
2000). Every day teachers walk into their classrooms with personal beliefs that
unknowingly influence how they teach and interact with their students. Colorblind
ideologies and culturally responsive pedagogy are two constructs which serve as factors
in analysis (Aragón et al., 2017) for providing equity in the education of students of
color. Hachfeld et al. (2015) asserts teachers who believe in colorblindness are hesitant to
adjust their teaching methods to accommodate the diversity in their classroom. The
authors posits that teachers who take a multicultural approach to working with pupils of
color are more successful in the classroom than those who subscribe to color-blind ideas
(Hachfeld et al., 2015). Aragón et al. (2017) showed teachers with a high level of
colorblind ideology exhibited less support for cultural inclusive teaching activities. In
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Evans’ (2017) study, teachers' self-efficacy to engage in culturally responsive teaching
were inhibited by their colorblind beliefs.
Teachers' self -efficacy to conduct instructions which are culturally responsive
derives from experiences with diverse cultures, their socio-political awareness, their race
and their mastery (Bandura, 1977) in academic content. This acquired self-efficacy leads
to students’ academic accomplishment, retention of cultural skills and critical
consciousness in which they challenge the status quo of the existing social order (LadsonBillings, 1995). Teachers' success with culturally responsive teaching (CRT) is attributed
to their understanding of the relevance of and variations in the cultural responsive
framework (Farinde-Wu et al., 2017). Furthermore, teachers who maintained their
cultural understanding of students (Little, 2020) show strong self-efficacy views. This
cultural awareness promotes teachers recognition of the color of their students in their
classrooms.
When it comes to engaging with pupils from various backgrounds, Aronson and
Laughter (2016) emphasize the importance of teachers' worldviews, echoing Byrd (2016)
promotion of critical consciousness which is linked to positive racial identities and aids in
the recognition of race and culture in the classroom. While Aronson and Laughter (2016)
revealed success in various academic content areas in relation to empowerment, critical
dialogue and scholastic, Debnam et al. (2015) showed the usage of culturally responsive
techniques can differ significantly by class subject, emphasizing the need to reflect on
teachers subject matter as it relates to the delivery of instruction incorporating teachers’
racial attitude.
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Theoretical Framework
Critical Race Theory
Critical Race Theory (CRT) has been used by scholars as a framework for
exposing racism in schools. It is a theory developed for transformative change to
challenge the dominant class and the continual syncrasies of the status quo. Critical race
theorists contend that the civil rights law of the 1960s was aimed at combating open
forms of racism characterized by grossly offensive and/or violent behavior towards others
due to their race. This inequality is argued by CRT as a direct function of institutionalized
racism. The effects of this are destructive for marginalized students who are suffering the
consequences of racism in this form. CRT believes that social change can’t be achieved
without a commitment to reform policies.
CRT in Education
Tate (1997) wrote about the challenges facing equity work in education. He
illuminated upon the expansive examination of race that moves beyond the inferiority
paradigm. The subtle, automatic, non-verbal actions transferred as a part of everyday
racism that permeates the air of people of color. In spite of the ubiquitous forms of race
and racism in our society, it remains un-theorized as a subject of educational inquiry
(Ladson-Billings & Tate, 1995). Such omissions and blind spots suggest a theoretical
need for perspectives that transcends the conventional paradigm of education research
providing a more cogent analysis of ‘raced’ people and moving race discussions and
discrimination from the edges of scholarship to the center of educational discourse.
CRT has emerged in education as a new area of inquiry, as scholars of color
become continuously discontent with the dehumanization of marginalized race groups in
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critical pedagogy. It is derived from previous theories, such as critical theory, critical
pedagogy, multiculturalism, anti-racism and the CRT in legislation. The belief systems
and theories were based on a premise of the characterization and stereotypes of
marginalized groups. These scholarly thoughts supported ideologies and political action
(Tate 1997). Built on a model of inferiority, (see Hilliard, 1979; Kamin, 1974; Madaus,
1994) the implications were governed around the intellectual ability of ethnic minority
groups including African Americans. This paradigm of inferiority was molded in a
system where the belief was people of color were biologically and genetically inferior to
Whites (Carter & Goodwin, 1994). These assumptions have also been recognized by
other scholars and viewed as biased against African Americans, Latinos and other ethnic
groups (Chávez et al., 1998.).
Nieto (2005) refers to these salient theories in education as the center of
educational policies and is used to explain the gaps between achievement between ethnic
groups and their white counterparts over the past century. Those were the ideas that
stirred energy in the 1960s and in the following decades, were responsible for much of
the social and educational approach (Nieto, 2005). These antiquated discourse in
education policies gave root to the deficient thinking notion and theories. Such
hypotheses were blaming students’ failures due to their cultural and characteristic
differences from the dominant Eurocentric group, rather than on the inequalities
stemming from racism.
The fundamental case for Black intellectual inferiority remains the one Jensen
(1969) originally made in his controversial essay, “How much can we improve
Intelligence and Scholastic Achievement?” Jensen tried to illustrate the relationship
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between educational policies with its deficiencies in improving the academic outcomes of
African Americans by focusing on the inferiority with respect to IQ scores of this group.
Although refuted for its lasting fallacies and theoretical flaws by scholars (see Crane
1994), these assumed intellectual inferiority of African Americans and other people of
color has had a long standing in the field of education. It has been infused in the
consciousness of both the oppressed and oppressor (Freire, 2018).
Centralized Race and Racism in American Culture
Critical race theorists have contended that racism has become a common
everyday fact of life in society and the philosophy and beliefs of racism are entrenched as
almost unrecognizable in the political and legal systems. Legal designations of race have
broad, historically and socially constructed meanings where the political dominance of
racially oppressed groups is guaranteed. Critical race theorists argued that the law,
particularly the civil rights legislation of the 1960s, was aimed at combating blatant forms
of prejudice marked by grossly offensive and/or aggressive actions towards others due to
their race. CRT scholars claim that while traditional forms of overtly aggressive racist
activity have subsided, injustice in the covert form has sprung up every day. This form of
racism can be defined as those everyday activities and events which are filled with some
degree of racial implicit maliciousness. These institutional policies and practices,
according to Lawrence (1987), can also be characterized as equal in nature but have
overwhelmingly negative impacts on racial and ethnic minority groups. CRT
acknowledges that racism is pervasive, profoundly rooted in U.S. culture, legally,
historically, and also physically (Tate, 1997). By acknowledging the educational
problem, Tate (1997) states:
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“The question for the education scholar employing CRT is not so much whether
or how racial discrimination can be eradicated while maintaining the vitality of other
interests linked to the status quo such as federalism, traditional values, standards,
established property interests, and choice. Rather, the new question would ask how these
traditional interests and cultural artifacts serve as vehicles to limit and bind the
educational opportunities of students of color” (p. 234).
Our education system has been troubled by inequities that past and current
policies appear not capable of eradicating. By applying CRT to education, LadsonBillings and Tate (1995) demonstrated that past and current racial inequality continues to
manifest through the extraordinarily high levels of Black and Latino/a students’ academic
failure and dropout.
Whiteness as Property -Interest Convergence
Many who devise and enforce existing policies do so under the umbrella of
ensuring fair access while recognizing that they continue to enjoy the privilege of being
White in the dominant community. Together with this advantage, is the custom of the
dominant group making cultural stereotypes through hierarchical structures in which
White culture is the top of the pyramid. This point used in Bell’s academic writing is
referred to as the convergence theory of interest (Bell, 1979, 1980, 1987, 1992). The
theory of alignment of interests is based on political experience as a legal precedent and
asserts that significant progress is only achieved for African Americans if Blacks’ goals
and objectives are consistent with White’s needs. In Bell (1992) analysis of the
Fourteenth Amendment, he argues it ignored the racism patterns throughout history, and
the omnipresence of White privilege in society. Bell reiterated that although the law

23

appeared to help the initiative, it would only go so far as to abolish prejudice if it did not
harm the ruling class. Milner (2007) argues that there is often little motivation (for those
in power) to risk compromising their own privilege to provide minorities with improved
opportunities or ‘level the playing field’ that empowers them to make their own
decisions. An example of the interest-convergence claim was the busing anomaly that
came about as a result of court-ordered desegregation (Apple & Pedroni, 2005). To
achieve the objective of the Brown era and integrate schools, Black children had to be
bused over many miles to attend White suburban schools.
Instead of balancing the racial overtone by equal distribution of the busing
of White and Black children into inner city schools, the school system placed all the
weight on the backs of children of color. Apple and Pedroni (2005) suggest the extent of
the travel also impeded the children’s health and educational wellbeing. It was the Black
community’s segregated schools that were made to carry the burden of integration
accommodations. Irvine and Irvine (1983) also asserted that the ones which were
dismantled were Black schools. This was practically a foregone conclusion given the
power imbalance between the groups. An additional consequence was the direct impact
these decisions had on a number of Black educators’ professional standing, a core
component of the leadership core of the Black community. Significant numbers of Black
teachers and administrators had been immediately terminated, demoted or otherwise
reassigned to positions with limited decision making power as a reaction to demands for
desegregation. Ultimately, those in control assumed they acted equitably when all they
had done was upheld the status quo. Hooks (2000) argues that the conventional methods
of philanthropy stress the initial motivations of maintaining their position in economic
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and social status for the rich and perspective rarely reveals how powerless people are
exploited (Hooks, 2014). CRT authors argued that promoting people of color’s rights
would only be feasible when the desires of those in control intersect (McCoy et al., 2015)
with the outcome. Therefore, CRT scholars focus on the opposition and removal of
racism, and People of Color empowerment (McCoy et al., 2015; Solorzano & Yosso,
2007).
Voice in CRT
The experiential knowledge of people of color is valuable. To understand and
analyze the plight of these marginalized groups, the experience of oppression, such as
race and racism is legitimate, appropriate, and critical. When the dominant culture
relegates the stories of those who are marginalized to the bottom of society, students and
researchers in many instances illustrate how race and racism continue to dominate our
society (Bell, 1992). CRT builds on people of color's lived experiences by using
storytelling techniques, family history, biographies, and narratives (Ladson-Billings,
1998; Yosso & Solorzano, 2007). Both counter-stories were initially intended to
restructure legal theory and, on the other hand, were intended to illuminate the law’s
majority narrative (Closson, 2010). CRT has now found its place in other fields,
including education.
Delgado (1990) posits the contrast between members of marginalized groups'
stories compared to the ones perceived by the dominant class. The use of personal
experiences sheds light on individuals’ diverse viewpoints, and CRT’s aim is to combat
the oppressors’ hegemonic voices. The writing of the CRT about the hegemonic essence
of White supremacy is irrefutable; its purpose is to emancipate the unseen from society
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by questioning and debating with its oppressors. If those of the capitalist class fail to find
themselves complicit in the subjugation of those below, the voice of the oppressed is
dimmed by a clear declaration of contrition. Human life cannot be silent, nor can false
words nourish it, but only real words in which men and women change the world. To live
humanly, means naming the planet, changing it (Freire, 2018). When we allow the
dominant class to speak on the behalf of the oppressed the latter voices are silenced,
defaced from history and progression of the status quo is reinforced.
Education scholars whose research focuses on lives of oppressed students
demonstrate how CRT can be used to give expression to students who otherwise would
remain nameless and voiceless. This also illuminates the ways in which the encounters of
these students of injustice symbolize major social, cultural and political challenges within
the wider society. This is significant considering the propensity of our society to blame
children of color and their families for their failure at school when these institutions are
badly insufficient in resources and lack the services available to support the majority of
children in the larger community. CRT scholars identify the voice of color communities
as central to the study of law and society principles, including academic institutions (Bell,
1980, 2004; Delgado, 1990; Delgado & Stefancic, 2017; Dixson & Rousseau, 2005;
Ladson-Billings & Tate, 1995; Ladson-Billings, 2004; Solorzano & Yosso, 2002).
Challenge the Dominant Perspective (Property and Privilege)
There is a notion that any element of knowledge, including its type, usage,
structure, and infrastructure, can be examined to understand the ways in which it reflects
and expresses our society’s attitudes, values, behaviors, and politics; and how these
dynamics in effect impact individuals and groups historically identified as oppressed or
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disenfranchised within society. CRT scholars illustrate that critical race theory (CRT)
helps to show how prevailing theories of colorblindness and meritocracy disadvantage
people of color and further benefiting Whites (Delgado & Stefancic, 2017; Solórzano et
al., 2005). Raised in the age of Civil Rights and proclaimed as fighting discrimination,
the Fair Housing Act remains unsuccessful in resolving the institutionalized racism that
perpetuates the structural problems of housing segregation. America’s housing remains
the most segregated part of American society, and the greatest failure of the movement in
civil rights. It can also be argued that the Fair Housing Act provides a smoke screen
behind which politicians can hide, claiming to be grappling with the effects of our
segregation, when in fact the division of races remains unchallenged (Kern, 2001).
By the 1930s the segregation of Blacks in inner city communities became the rule
by deliberate and state-sanctioned acts of racial zoning, restrictive covenants, and public
works programs. By the 1940s, when scholars started to systematically quantify
segregation, Black segregation was an accomplished fact; virtually every major city in
the United States had an index of Black/White dissimilarity of .85 or more (Kern, 2001).
In collusion with the realtors, brokers, insurance companies, and appraisers, the
institutionalization and perpetuation of this overtly racial segregation of housing was
made complete by the federal government. There was a deliberate creation of residential
segregation. These agencies transferred private biases into public policy eventually
approved by the Federal Government in loan policies of the Federal Housing
Administration and the Federal Highway Program. As a result, suburban expansion after
World War II was for Whites; Blacks remained in the segregated cities. Kern (2001) also
argues the fact that even when conditions for school desegregation came into effect as a
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result of Brown v. Board of Education, the federal government started to subsidize and
assist White families in their effort to leave districts with urban schools. Through their
lending activities, both the Veterans Department and the Federal Housing Agency, whose
mortgages financed the White flight after the Second World War, committed open acts of
racial discrimination.
Historical trends of housing segregation are perpetuated, not only through
preserving the status quo, but also in a deliberate way, by racially segregated zoning,
racially unequal assessment systems, redlining insurance, discrimination in mortgage
lending and limited federal funding. This is just one example in which the racial status
quo persists in the wake of unsuccessful legislative and institutional initiatives which
have discriminatory consequences without being overtly racist. CRT disputes objectivity,
meritocracy, White privilege and principles, race neutrality, color blindness and equal
treatment of people of color. Those concepts are argued by CRT scholars as a camouflage
to the self-interest, power and privilege of America’s dominant culture (McCoy et al.,
2015; Yosso & Solorzano, 2007).
According to CRT scholars, a colorblind interpretation of Constitutional and
judicial policies give momentum to the dominant class to dismantle any success of the
disenfranchised towards receiving equal opportunity. Consequently, discrimination
became more difficult to verify, as seemingly objective criteria obscured the underlying
reasons for denials of accommodation-such as housing, jobs, health care and equal
education (Bell, 1987, 1992). To reverse the trends of neutrality and colorblindness, race
consciousness is needed. Only by constructive acknowledgment and acceptance of race
can the obviousness of racism overflow in the consciousness of the wrongdoers. The
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notion of meritocracy implies a level playing field by implying that work ethics, beliefs,
motivation and human qualities such as aptitude and intellect are the determinants of
success or failure. Those who accept the notion of meritocracy expect success is
determined solely through hard work, and overlooking unknown, unearned benefits.
Scholars who use CRT reject this definition and find it a fallacy, because meritocracy
fundamentally fails to challenge the inequitable systems and incentives that lead to
unequal results. CRT proponents also view meritocracy as indicative of racism’s
persistence (Bell, 1987, 1992; Matsuda, 2018). Merit, by itself, is useless to gain a
minority their place in the majority party and neither can it overcome the deeply
ingrained belief in White superiority.
The Fifth Tenet-Interdisciplinary Research
CRT borrows from various epistemological contexts. This encompasses
liberalism, law and culture, feminism, marxism, post-structuralism, critical legal studies
(CLS), ethnic imperialism, and pragmatism to provide a more detailed study of people of
color (Tate, 1997). CRT is diverse not just because of the outlets it draws from, but also
because of the sources to which it contributed. CRT derivatives are FemCrit, LatCrit,
AsianCrit, WhiteCrit, and TribalCrit (Yosso, 2006). Each one takes a critical look at how
the legal structures restrict gender-based groups of individuals, sexual orientation, race,
religion, and social status. Education scholars engaged in equity analysis have started
challenging the appropriateness and value of their theoretical and conceptual framework
using CRT as a guide.
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Culturally Relevant Pedagogy
Despite funding from the Federal government and comprehensive research by
education scholars, obstacles to achievement in public schools remain prevalent for
African-American children and other children of color. While several recent efforts have
been made to even the playing field for disadvantaged students, the efforts have had
dubious efficacy. As CRT (Critical Race Theory) gained popularity in the early 1990’s,
educational academics started to use it as a method to describe current educational
disparities (Ladson-Billings & Tate, 1995; Tate, 1997). Educational policy researchers
use CRT as a method not to look directly at education policy but to analyze particular
discourses, policies and practice beliefs, which shaped oppressive school curricula.
Before then, multiculturalism was seen as the gateway for providing cultural context and
frameworks in advancing the culture-centered initiative (Banks, 2004). Western
traditionalists have criticized multicultural education as nothing more than isolated
events, anecdotes, and instances of inappropriately conceptualized and applied
educational activities (Banks, 2004). These paradigms, although influenced by race based
epistemologies, issues of inequality and the centrality of race, lacked focus (LadsonBillings, 2003; Sleeter & Delgado Bernal, 2002). As race began to be “theorized” in
education, Culturally Relevant Pedagogy has been seen as a tool to combat and reassess
the hidden racial curriculum of schooling. Ladson‐Billings (1995a) refers to this as
“inserting culture into education, instead of inserting education into culture” (p.159).
Humanizing pedagogy that values and uses students’ culture and experiences is an
integral part of the practice of education. Freire refers to this education as a practice of
liberty as opposed to education as a practice of conquest that rejects that man is abstract,
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alone, autonomous and unconnected to the world (Freire, 2018). Cultural pedagogy is
based on three principles or ideas, students need to attain academic achievement, students
need to build and retain cultural skills, and students need to build critical consciousness
in which they challenge the status quo of the existing social order (Ladson-Billings, 1994,
1995a, 1995b, 2008, 2014). According to Ladson-Billings (1995a), culture is
fundamental to learning and crucial not only in communicating and receiving
information, but also in shaping the community and individual thought process. Nieto
(2005), asserts since school culture and home culture are at odds, the outcome is a
cultural divide which interferes with student learning. As a consequence, it is important
to recognize the different backgrounds, beliefs, abilities, attitudes and behaviors with
which children begin school, and whether or not these differences are compatible with the
school setting. The logic goes the more congruent the cultures of home and school, the
more successful the students.
Ladson-Billings (2002) also added to the definition of culturally competent
educational practice as students’ willingness to develop an understanding and reverence
for their original community. Cultural competence is a way for students to be bicultural
and guileless in the ability to switch between school and home cultures, rather than
experiencing the alienating effects of schooling, where school-based learning separates
students from their home culture. In promoting their role of engaging students in the
collaborative process in schools, Sleeter and Grant (1999) propose that educators promote
cooperation by helping students express their desires and aspirations, freely address
concerns with their peers in a respectful way, actively coordinate and collaborate with
others, gain and exercise power respectfully, and recognize that all students are equal.
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The degree to which family traditions and values influence school expectations is
significant for the school-family relationship, as well as for the student’s external
motivation. Nonetheless, academic success of Black students is more specifically related
to their relationships with teachers (Morris, 2016), which can be troubling considering
that Black children are frequently considered less conforming and more “active” than
their White peers, resulting in encounters with teachers marked by more criticism and
less encouragement (Hughes & Kwok, 2007).
For children of color, strained racial relationships are endemic to the learning
climate they are part of and parcel of their own internalization of where they belong or
don’t. Although CRT offers a context or method for examining educational activities and
systems that tend to subordinate groups of people, a theoretical model is given by
culturally relevant pedagogy to practice and to provide examples of how to provide such
guidance. Even though social construction of race is a dynamic force permeating the
structure of interactions experienced by the Americans, race is not
expressly problematized by culturally relevant pedagogy. Like the ideals of multicultural
education, a pedagogical approach which is culturally relevant has had issues from
turning theories into praxis. It remains a defining pedagogy where the examination of
beliefs and attitudes within the racial context have been under-theorized (Knowles &
Hawkman, 2019). Scholars continue to call attention to the nuances brought on by racial
discord such as color blindness (Knowles & Hawkman, 2019; Seagull & Garett, 2013) to
the examination of culturally relevant pedagogy and teachers’ confidence.
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Muted Race-Colorblind
Critical race theorists have revealed how dominant ideas of colorblindness have
disadvantaged people of color (Allen, 2017), setting race neutrality as a camouflage
(McCoy et al., 2015) to continue privilege and power. Culturally responsive teaching
requires educators to be open to engage in discussions of privilege, power, racism and
oppression. If they are not up to the challenge or are unaware of their own colorblind
perspective they directly inhibit the promotion of equity through culturally relevant
pedagogy (CRP) and add to the cycle of marginalizing education of students of color.
Jupp et al. (2019) found racialized silence and invisibility in their analysis of peer
reviewed research (N=136) on White teacher identity studies. Modica (2015) showed a
colorblind perspective led to fear of discussing race in the classroom, stifled productive
discussions and prevented instructors from addressing evidence of racial inequity.
Further, Aragón et al. (2017) revealed teachers colorblind ideologies inhibited inclusive
teaching practice supporting CRP. Additionally, Khalifa et al. (2016) emphasized the
need of critical self-reflection of educators when challenging the negative notions
associated with colorblindness for an appreciation of cultural and racial diversity. By
refusing to acknowledge race, educators and school leaders are promoting
“epistemologies that ultimately all lead to aberrant, deficit characterizations and
treatment of minoritized students” (Khalifa et al., 2016, p. 1286).
The study of this mute racism on the colorblind discourse has been seen as a
demographic imperative by scholars (Banks, 2004; Sleeter & Grant, 1999; Sleeter, 1992,
2001). In addition, several educators and researchers have raised concerns about the
prevalence of color-blind policies and procedures that condemn the diversity of learning
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styles in U.S. schools related to culturally diverse students (Adams’ 2019; Atwater, 2008;
Evans, 2017; Freeman, 2016; Hachfeld et al., 2015; Jupp et al., 2019; Knowles &
Hawkman, 2019; Matias 2013; Whitaker & Valtierra, 2018).
As previously mentioned, White teachers make up about 80% of the teaching
force (National Center for Education Statistics, 2020) and data shows the majority of
teachers in schools where the majority of students are of color are White (Whitaker
& Valtierra, 2018). Whitening of the teaching force stems from historical events
including desegregation in which almost 40,000 Black teachers and administrators lost
their positions (Milner & Howard, 2004) due to the inferiority paradigms of people of
color. It is for this reason, among many, why there need to be an illumination of the racial
dispositions that impact culturally responsive pedagogy.
Studies (Atwater, 2008; Knowles & Hackman; 2019) show White teachers lack of
awareness within the shape of colorblind discourses, and its effect on students of color,
but more alarming is its construction and mobility. Similarly, Segall and Garrett
(2013) study on White teacher discourse shows White teachers general tendency to
disregard race and hold on to colorblind ideologies. The three components identified in
their study of the colorblind debate are evading, individualistic and deflection which all
add to the continued marginalization of students of color. This shows teachers beliefs of
teaching in a culturally relevant way (Allen, 2017) means colorblindness is maintained
which ultimately reduces teachers' self-efficacy in CRP (Parker-Hart, 2019).
Furthermore, Evans (2017) reported on the relationship between teachers' self-efficacy in
CRP and their colorblind attitudes which showed a negative correlation, suggesting
teachers' increased colorblind perspectives reduces self-efficacy in culturally responsive
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teaching. By avoiding or omitting race from discussions of social issues teachers
are “admitting to its existence while immediately rendering it insignificant or irrelevant to
events” (p. 20).
Jupp et al. (2019) analysis of (N = 136) peer-reviewed studies between 1990 and
2015, on the framework of colorblind racism yielded 47 on race evasive White teacher
identity studies. The authors used the synoptic text method, to engage electronic
databases relatable to research on White teacher studies and colorblind racism. Among
others, themes arising from their work were racialized silence and invisibility (Aragón et
al., 2017), resistance and active reconstruction of White privilege and reflexive whiteness
pedagogies. The literature review describes the nuanced outlines of the silence,
opposition to, participation in, and pedagogical conflict with racism, (Bonilla-Silva,
2010) whiteness, and White privilege of White preservice and in-service teachers. The
authors called for the continued research in whiteness pedagogies for teaching for social
justice.
White preservice teachers and in-service teachers’ racialized silence and
invisibilities require teacher educators and education researchers to push beyond
individual notions of racism in their anti-racist praxis. “It is crucial to press preservice
and in-service teachers beyond silences toward critically conscientize race-visible
teaching and learning in public schools” (Jupp et al., 2019, p. 34). Evans (2017) mixed
study of 174 teacher candidates showed quantitative results for participants involved in
culturally responsive teaching as being statistically significant to factors of CoBRAS
(Colorblind Racial attitude Scale). Multiple regression analysis done in this study
revealed Unawareness of Racial Privilege (CoBRAS 1) as the dependent variable related
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to predictor variables of gender and major and CoBRAS (Unawareness of Institutional
Discrimination and Blatant Racial Issues) (CoBRAS Factor II and III) correlated to
teacher college major and teacher ethnicity. Themes arising from the qualitative aspect of
this research was the inadequacy of teachers’ culturally responsive teaching self-efficacy
due to lack of understanding colorblind ideologies. The study further suggests that
culturally responsive training and professional development is needed to address these
concerns. Teachers’ colorblind perspectives must become an integral part of training for
increased efficacy to be culturally responsive.
Bonilla-Silva (2010) cautioned that the language of cultural responsiveness,
equality, diversity and inclusion has been co-opted by color blindness to encourage
initiatives that lead to more harm than good for communities of color. As a consequence,
teachers too frequently follow pedagogical methods that are riddled with weak student
expectations and skills, as well as a general sense of ignorance in terms of the existence
of structural injustice in educational contexts. Research shows White teacher dismissal of
students’ racialized identity (Bonilla Silva, 2010; King, 1991; Omi & Winant, 1995;
Sleeter, 1992). If White teachers want to encourage the healthy growth of racial identity
among students of color, they must consider the repercussions of the disproportionate
presence of whiteness, which is representative of the majority of school teachers
(Farinde-Wu et al., 2017; Picower, 2009; Sleeter, 2001). Positive racial identity is
promoted when teachers participate in self-reflection and model a development process
that combines cognitive understanding and affective dispositions.
The goal of achieving excellence in culturally relevant pedagogy begins with the
development of the anti-racist tradition of White teachers and race-visible teaching and
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learning in public schools (Ladson-Billings, 1994, 2009, 2014; Jupp, 2013; Milner, 2008,
2011, 2012; Sleeter, 2015a, 2015b). Broadening the concepts and study of colorblind
perspectives and culture of teacher comprehension and how teachers can influence their
performance is critical to marginalized students’ academic success (Knowles &
Hawkman, 2019). Aragón et al. (2017) found that teachers immersed in intentional
adoption of inclusive pedagogical practice will either revert to colorblind or multicultural
ideologies, the latter springing more inclusiveness in practice. Goode (2020) study
suggested that the disruption of the colorblind perspective begins with teachers taking
part in discussions, pedagogical methods, and curricular activities that explicitly
acknowledged race. Moreover, Cobb (2017) report suggests that if teachers are not given
the opportunity to express frames that represent color-blind ideology, social inequity will
continue to exist.
The attitudes and expectations of teachers shape what they teach and how they
teach it, affect the atmosphere of their classrooms, and influence their students’
achievements. A number of factors have been linked to the tendency of White teachers
not to “see” race as a significant subject of discussion: fear of conflict and seeking to
avoid community criticism (Ladson-Billings, 1995) dismissive of cultures of color,
fearing conversations about race and racism (Martin & Williams-Dixon, 1994; Modica,
2015) and apprehensiveness of seeming racist or stereotyping students (Byrd 2016).
Segall and Garrett (2013) reported that while White pre-and in-service teachers have
ample knowledge of racism in content, they resist acknowledging this awareness to
escape the reflection and attitudinal adjustments that such knowledge may entail. White
educators typically bypass agitation by colorblindness. However, if anxiety and prejudice
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are not dealt with directly, White educators become teachers in the classroom who are
reluctant to discuss racism in their own workplaces, hear what students or parents of
color say about teaching and interacting more properly with them, or initiate discussions
in their own classrooms about discrepancies with racially diverse students.
Matias (2013) explored the authenticity of cultural responsivity by observing the
attitudes of White teachers who engage in culturally responsive teaching. The author
described the lack of critical racial analysis from the training of teachers in culturally
responsive teaching and the stagnation of the belief systems of teachers who continue to
hold on to colorblind ideologies. According to Matias (2013), “ it is instructive to
theorize about the effectiveness of culturally responsive training for White teachers who
rarely engage the word race, have not had prolonged relationships with people of color,
or have never stepped inside an urban community of color” (p. 70). Teachers engaged in
the social justice arena have a sense of race, the likelihood of their own racism and the
racism of others, and are cognizant of the importance of these experiences in the teaching
and learning process (Teel & Obidah, 2008). The understanding of race by teachers and
the role it plays in the lives of students is therefore a crucial piece in resolving the
teachers’ quandary of students of color achievement.
Colorblindness dangerously changes the perception of teachers about their
students (Pollack, 2005) making them color-mute. Hachfeld et al. (2015) explored the
colorblind question by examining the relationship between multicultural and colorblind
views of teachers on aspects of their professional competence for teaching culturally
diverse students. The study was conducted (N = 433) in Germany where teachers were in
phase two (year two), preparation with a mentor for diverse teaching, while executing
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instruction in the classroom. The study revealed participants’ multicultural beliefs were
positively and substantially linked to the self-confidence of participants’ efficacy and
passion for teaching immigrant students, and readiness to adapt their instruction to tailor
the needs of their students’ cultural background (Little, 2020; Scriven, 2019). However,
stereotypes regarding both family history and motivation of immigrant students were
negatively and significantly correlated with multiculturalism. Specifically, participants
who agreed with multicultural values agreed less with items that measured immigrant
students with both more and less precise negative perceptions. Additionally,
colorblindness was linked significantly to the recorded openness of participants to adapt
their teaching to a culturally diverse student body. Notably, this relationship was
negative, as expected; the more strongly participants supported colorblind views, the less
they were able to adapt their teaching to the particular needs of immigrant students and
culturally diverse groups (Knowles & Hawkman, 2019). Such results support the study of
multicultural values and their correlations with colorblind beliefs. In other words,
teachers who want to treat students differently and pay particular attention to differences
will display more efficacy in other measures, such as high efficacy in executing culturally
relevant teaching, than teachers who, regardless of their context, aim to treat all students
fairly.
Knowles and Hawkman (2019) investigated the nuances of colorblind teaching by
providing a series of psychometric scales to assess teachers’ interactions with race and
racism. In order to shift the field towards a more antiracist stance in classrooms, the
investigators studied teachers’ willingness to interact with pedagogies that discuss race
and racism. The researchers also wanted to gain additional knowledge of the levels of
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confidence teachers retain in engaging in pedagogy that addresses racism in the
classroom. The research was done after the community drew attention from its constant
protest after the killing of a Black young man (Michael Brown) in Ferguson Missouri.
The sample in this study consisted of 4770 teachers from the Department of Elementary
and Secondary Education. Using the Racialized Teaching Efficacy and Fragility Scale as
instruments and a t-test to compare factors relating to teachers non-racist (colorblind)
teaching efficacy, results showed in contrast to African American and Latino teachers,
White teachers displayed a statistically significantly greater sense of self-efficacy in nonracist teaching. Ultimately, in order to foster unity, White teachers non-racist teaching
effectiveness was most associated with teaching all students the same regardless of their
ethnic origin, embracing a colorblind position, (Hachfeld et al., 2015 ) and looking
beyond racial differences. Compared to White teachers, African American, Latino/a, and
Multi-racial teachers demonstrated a substantially higher sense of their capacity to teach
culturally appropriate and anti-racist pedagogy. Overwhelmingly, the transition of the
race mute praxis is trickled down to White students as the cultural norm.
Bonilla-Silva (2010) posits that, White teachers may unwittingly assist in
reproducing the racial order without careful and clear reflection of how their racially
privileged status may affect their interactions with students. Students will not grow from
exchanging thoughts about race with others whose perspectives and experiences vary
from their own if teachers are not comfortable participating in honest discussions about
race in the classroom. Furthermore, Modica (2015) found tensions related to students
racial identity in a racially diverse school setting, while students read and analyze literary
texts that explore racism (Jupp et al., 2019). Despite the ethos of a friendly ‘we all get
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along’ atmosphere the author discovered that racial identity for students and teachers was
blurred by conflicts about race. White students were uncertain about how to talk about
race and displayed concern about potential allegations of racism infused by the rhetoric
of reverse racism. White educators also consciously resisted possible allegations of bias
by narrative and race mute pedagogical decisions. Additionally, Cobb (2017) advances
the inequality frames formed by teachers who inhabit the colorblind ideology where
social injustice is replicated by offering educators the ability to express frames that
represent color-blind beliefs. Scholars emphasize that multicultural education should not
be seen as curriculum reform alone, but must instead strive to shift the perceptions and
values of all stakeholders involved in the education process (Banks 2004).
The beliefs of teachers can form and be reflected in their educational practices
(Gay 2010; Milner 2010) in the context of culturally relevant pedagogy and the fight for
social justice. It has been shown that social injustice is replicated when educators are
given the ability to express frames that represent color-blind ideology (Cobb, 2017;
Khalifa et al., 2016) continuing the cyclic hegemonic position as the dominant racial
ideology since the Jim Crow era (Crenshaw, 1988). “When educators norm suburban,
their speech and attitudes about students reflect a subconscious belief that White, middleclass students are the norm by which all students should be measured. Since this belief
tends to remain subconscious (this is how White supremacy operates), conversations
about deviance from this norm tend to leave out the descriptors” (Mason, 2017, p.
32). But where there are disjuncture and inequalities in the structures that perpetuate
race/class subordination, schools can also provide teachers with opportunities to resist
color-blind ideology and take a proactive position in their work against injustice.
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For teachers whose primary experience in educational discourse has been
colorblind, the power of other teachers/educators instilling the value of addressing race
by having the difficult conversations tend to plant seeds of opportunity (Goode et al.,
2020). Appealing to teachers’ self-reflection and critical consciousness offers teachers the
chance to appreciate the meaning of naming race and racism as they start to discuss the
ramifications of a vital race viewpoint. Given the importance of teachers in providing
culturally responsive experiences to students, dismantling this colorblind ideology is a
critical first step in teacher learning (Goode et al., 2020). While cultural elements are
central to the implementation of culturally relevant teaching, it cannot be separated from
the discourse on race since the very nature of race is stratified, the complexities of race
and culture can never be differentiated. Gramsci (1971) defines culture as the value
system under which groups of individuals exist, and race and its implementation through
racism and White supremacy, is how groups of individuals are organized within a society
that retains a hegemonic power, therefore, we unwittingly mute the key social issues of
education without a racial study of the goal, positioning, and liberating task of culturally
relevant teaching.
Effective culturally responsive teachers have learned how to identify and draw on
assets that students bring, objectively interpret the actions of students in the classroom,
contextualize issues that students bring within a sociopolitical rather than cultural deficit
analysis, and constructively interact with adults in the lives of students. In order to
improve and sustain teacher efficacy (Sleeter, 1992), the challenge is to connect
professional knowledge with practice and to continue to deepen both. Burden (2011) used
the notion of “contact theory” to examine the color-blind racial attitudes of 239 pre-
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service teachers based on their self-reported levels of cross-racial contact. The colorblind
racial attitude scale (CoBRAS) instrument was used, which assesses the theoretical
construct of color-blind racial attitudes. The result was consistent with the premises of
contact theory and related literature which shows White students display more racial
tolerance and less fear of their African American peers over time in racially integrated k12 settings than their White American peers in segregated settings. The research is also
consistent with the pedagogical growth teachers experience when schools provide
educators with opportunities and spaces to challenge colorblind philosophies and selfreflections (Cobb, 2017; Goode, 2020; Khalifa et al., 2016).
In Goode et al. (2020) research of 122 teachers from 29 states and the District of
Columbia where 73% of teachers identified as White, findings showed teachers hesitancy
to participate in race explicit conversations. The study also revealed how long term
features of professional development can draw out teachers colorblind ideologies (Goode,
2020) and help them move in a direction of culturally relevant pedagogy. Combined with
ongoing support should be the accompaniment of exploring the implications of a critical
race perspective (Allen, 2017). Dismantling the colorblind beliefs are achieved when
“teachers are given the opportunity to understand the importance of naming race and
racism” (Goode et al., 2020, p. 358). While the premise of contact theory was initially
formulated to identify (Dixon & Rosenbaum, 2005) anti-black racism, its premise implies
that increasing contact with any members of racial and ethnic groups would expose them
to new knowledge about these groups, which would ideally disconfirm negative
perceptions and stimulate positive perspectives with regard to different racial and ethnic
groups, ultimately dismantling their colorblind views.
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Khalifa et al. (2016) reviewed the literature on culturally responsive school
leaders (CRSL) aimed at promoting the entire school environment to be culturally
responsive. One of the themes arising from the review was critical self-reflection related
to activities that target the race consciousness of educators. These set anchored
motivators for school leaders and teachers to continually question their own unintended,
or even acknowledged, repressive understandings and socially constructed behaviors.
The movement towards colorblindness hides fears of charges of racism and stands
in the way of investigation. If they are to resolve the feelings of marginalization, anger,
and anxiety that surround an often emotionally unsafe subject, students and teachers need
help and training from scholars and diversity specialists. Multicultural teacher
preparation (Sleeter, 2001) does not stop at college graduation, but must follow graduates
into the classroom and beyond. Ladson-Billings (1996) notion of “silences as weapons”
within the concepts of silence and invisibility reminds us that there must be a continued
push to move beyond the individual notion of racism in the anti-racist praxis required to
make culturally relevant pedagogy a sustaining equitable tool for adjusting a stratified
society. The way we approach and analyze the world reflects our lens. Our belief system
guides this lens and regulates decisions made. Studies show that limitations in teachers'
belief systems can act as gatekeepers to students' success and calls for the urgency in
preparing teachers to develop their capacity in working with culturally diverse students.
Teachers Pedagogy
The U.S. census and immigration statistics show that an increasing number of
children from diverse cultural groups will be included in future school enrollment.
Educators face an unprecedented social justice challenge (Banks, 2004) to identify
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teaching strategies that ensure the success of all children. Although there is great
potential for transformative learning in culturally relevant pedagogy, it is one seen as
fantastic in principle that only excellent teachers can do. Even the eight teachers in
Ladson-Billings research were based on excellence as those chosen showed key
requirements for teaching excellence including outstanding organizational skills in the
classroom, student success (as assessed by standardized test scores), and exceptional
observations of teaching experience practice (Farinde-Wu et al., 2017; Ladson-Billings,
1995a, 1995b). As a result, teachers must develop the knowledge, dispositions,
pedagogical abilities, and competences required to teach students from all backgrounds
(Farinde-Wu et al., 2017). In general, practitioners recognize the value to this type
of pedagogy but many still find it difficult to function reliably within the standardized
testing framework, while others refer to it as a “herculean task” (Cochran-Smith, 2004;
Coffey and Farinde-Wu 2016; Gay, 1995; Gay & Howard, 2000; Morrison et al., 2008;
Osborne, 1996; Scriven, 2019; Young, 2010). Farinde-Wu et al. (2017) reported on the
success of teachers because of their knowledge of the importance of culture and
differences in the cultural responsive framework. Furthermore, Little (2020) contends of
the high self-efficacy beliefs held by teachers who maintained their cultural awareness of
students. According to Little (2020), “teachers need confidence, knowledge, and
resources necessary to implement instructional strategies for rigorous academic
achievement among culturally and linguistically diverse students” (p. 101). Clearly, this
cultural awareness stems from the recognition of students color.
Few teachers have come across the correct resolutions of the dilemmas faced in
cases of cross-cultural or multi-ethnic circumstances (Jupp et al., 2019; Osborne, 1996).
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For many of the works focused on culturally relevant teaching theory, explanations of
teacher behavior advocated by culturally relevant theorists have emerged as more
influential aspects of culturally relevant teaching than the core of the theory’s critical
analysis of society. Ladson-Billings (2006) underlined the difference between deficit
driven pedagogy and a more empowering approach for teachers is focused not just on
how teachers think about their students, but also on how teachers think about society. For
teachers to be confident in enacting the fundamentals of culturally relevant pedagogy
they must evaluate their constructed consciousness about race and its relationship within
the socio-political arena.
Teacher Efficacy
Although culturally responsive teaching (CRT) has been shown to improve
student results, there has been little study on teachers' self-efficacy to adopt CRT
methods while recognizing and affirming race. Recognizing and assessing teachers' selfefficacy in terms of applying CRT practices is important because it may reveal
characteristics that influence teachers' capacity and motivation to incorporate central CRT
elements into the learning environments (Evans, 2017; Snider, 2015). It's crucial to
understand instructors' culturally sensitive self-efficacy beliefs in order to pinpoint
regions where they're most and least effective (Siwatu et al., 2016). Self-efficacy is a
belief in one's ability to plan and carry out the behaviors required to achieve desired
goals, and it gives a theoretical lens through which to evaluate instructors' competence
and motivation to implement CRT. It is conceptually anchored in Bandura's social
cognitive theory (Bandura, 1977, 1997). According to Bandura (1997) self-efficacy
beliefs are predictors of how one views their own ability to create or influence their
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surroundings, as well as how they can change themselves, overcome obstacles, and
manage their own path (Bandura, 1997). Internal human traits including emotional
cognition, behavior, and the environment, as per Bandura (1997), are three
interconnected components that serve as a function for efficacy. Overall, individuals are
the result of interactions between internal ideas, behavior, and external factors. Mastery
experience, vicarious experience, verbal persuasion, and psychological and emotional
states all play a role in the building of self-efficacy beliefs (Bandura, 1977).
Although Bandura's (1977) efficacy theory is extensively employed, it is critical
to pursue research that elucidates how teachers construct their efficacy beliefs in relation
to their colorblind attitude (Hachfeld et al., 2015). In the learning process of students,
self-efficacy is critical. The development of culturally responsive teachers' self-efficacy
(CRTSE) among instructors is part of culturally responsive pedagogy. Teacher attitudes
and self-efficacy in providing culturally responsive instruction are critical components in
the development of culturally responsive educators (Siwatu, 2007; Snider, 2015). While
research shows teachers who feel confident in their ability to give culturally responsive
instruction are more inclined to use it in their classrooms (Siwatu, 2007), other studies
show colorblindness, as judged by the CoBRAS scale, as being influential on teachers
CRTSE beliefs (Evans, 2017; Siwatu, 2005). Teachers' culturally responsive teaching
knowledge and skills may not correctly predict their future classroom behavior. Teachers'
opinions on their cultural orientation are shaped by their personal and professional
experiences long before they enter the teaching profession (Parker, 2019).
Cadenas et al. (2020) reported on the relationship between culturally responsive
teaching self-efficacy and colorblind racial attitudes as being positive and significant. The
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study reported on 323 teachers in schools serving immigrants of color. Color-blind racial
attitudes were significantly negatively associated with teaching outcome expectations,
according to the results of a moderated mediation model based on social cognitive career
theory. Kim (2012) findings of a mixed methods research study showed Teach for
America (TFA) program, selection, and training processes resulted in colorblind corps
members who devalued cultural differences, including the strengths and experiences of
students of color, ultimately, dismissing the importance of CRP (Siwatu, 2005). Evans
(2017) utilized teachers CRTSE scores to investigate underlying elements between
participants' culturally responsive self-efficacy beliefs and colorblind racial attitude.
Findings revealed evidence of colorblindness as measured with the colorblind scale
(CoBRAS) as drawing statistical significant results. Parker (2019) correlational study
among urban teachers looked at the association between pupil control ideology,
colorblind racial attitudes, and teacher efficacy. The researcher wanted to find out if there
was a link between colorblind views and teacher efficacy with 150 participants from
school districts across the state of Texas. Results showed colorblindness as being linked
to teachers’ efficacy.
These studies show there is evidence that colorblindness is negatively correlated
with engaging in instruction that is culturally responsive due to educators’ colorblind
perspectives. According to educational theory on CRP, the development of intercultural
competence, color consciousness, and White racial identity, and developing culturally
responsive educators, will result in culturally responsive educators and, in turn, produce
beneficial and transformational outcomes for students (Kim, 2012). Limitations for these
studies include focus on teacher effectiveness without addressing how to train teachers to
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be more culturally responsive (Kim, 2012) and race conscious regarding the relationship
between teacher interactions and color-blind beliefs. Additional research on the
relationship between teacher background characteristics (e.g. race, academic content),
individual CRTSE scores and colorblind attitudes is needed.
The ability to see color in this study entails more than just recognizing teachers'
self-efficacy beliefs through cultural pedagogy; it also entails seeing injustice based on
this relationship. Atwater (2008) charged that teachers who adopt colorblind racial views
and disregard racial disparities in the classroom can encourage prejudice, conflict, and
favoritism, and disadvantaged students of color. When teachers fail to recognize and
comprehend their students' ethnic, cultural and racial differences (Milner, 2010)
inefficient instruction, reduced efficacy, and an enduring problem for the educational
system ensues (Atwater, 2008). According to Bonilla-Silva (2010) colorblindness has coopted the vocabulary of culturally responsiveness, equity, diversity, and inclusion and
promotes efforts that do more harm than good for people of color.
As previously mentioned, institutional racism manifests itself in a variety of ways
in the classrooms of students of color. It will necessitate aggressive advocacy on behalf
of all stakeholders for the eradication of unfair practices and the active combating of
racial biases and injustices in schools. In order to promote culturally appropriate teaching
through teacher efficacy, it is critical to overcome colorblind racial attitudes, hidden
biases, and discriminatory practices within school systems.
Academic Experiences of Students in Culturally Responsive Classrooms
CRP’s first concept is academic achievement, which reflects the conviction that
all students can learn, develop, improve, and deliver academic excellence through
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teachers’ perseverance (Ladson-Billings, 2002). Researchers suggest that the use of
challenging academic curricula shows high expectations for student achievement by
culturally relevant teachers. But merely providing demanding curricula does not
guarantee that culturally relevant pedagogy is carried out by classroom instruction
(Siwatu, 2007) or students are supported appropriately in the learning process. If, as is
most commonly the case, the curriculum being taught does not even consider the unique
needs and experiences of marginalized students seeking to climb out of poverty, do they
really have equal access to education? If schools teach curricula which have erased the
presence of Black and Brown from the honorable narrative of American exceptionalism,
do they not implicitly build an exclusionary version of history?
Leonardo (2004) states that White students can open any textbook and explore
their history, literature, and science-affirmed racial identity. The secret curriculum of
whiteness saturates everyday school life (Morris, 2016) and one of the first moves to
express its features is being reconciled with its unique discourse modes. In Adams (2019)
study, ‘Access vs Equality’ findings revealed the racialized and exclusionary experience
of 18 African American students who graduated from a suburban high school. Although
the school was more racially diverse, the participants raised questions during the
timeframe of this study regarding how they viewed the curriculum offered as not
representing a culturally appropriate approach. Participants viewed the classroom
curriculum of the school and the teacher’s teaching practices as lacking cultural
significance (Young 2010a) and interpreted the classroom learning activities and
teacher’s teaching methods to reflect a Eurocentric point of view. Their voices jointly
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convey how the school created and reinforced racialized structures (Cobb, 2017) that
served to exclude the African American student body from the school culture as a whole.
These mechanisms were reflected and visible, according to the participants of this
study, through the school’s tolerance of a mono-cultural curriculum, subsequently adding
to participants feelings of unpreparedness for their postsecondary education. Welton
(2013) shows further exclusionary practices created disparate academic experiences for
students of color. Despite school administration attempts to prioritize culturally
responsive teaching and building teachers' self-efficacy, to support the changes in student
diversity, some teachers held on to their pedagogical practices, promoting two codes for
all students (Adams, 2019). Unfortunately these codes became ways of tracking students
of color away from the rigorous curriculum such as AP courses into the achievement
code “at-risk” classes. Some faculty members associated this coded language with a
lower set of academic expectations and even failure. Regrettably, it became a default
response to the very complicated collection of academic needs in which the school would
contend that students were put in two different academic tracks, those who were
academically prepared and those who were underprepared. This case study illustrates the
school itself ultimately reproduces disparities without producing structures and
implementing systematic supports to address inequities (Bottiani, 2014). Byrd (2016)
elaborates on the need for acknowledgement and discussion of school inequities. The
author warns of the mistrust in the educational system when these controversial topics are
silenced and ignored. These studies amplify the need to recognize and address the
colorblind discourse hindering the promotion of equity through culturally responsive
pedagogy.
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Historically, the educational experiences of African Americans and Latinos have
been complicated by the development and maintenance of inequitable structures by
schools which negatively presuppose academic experiences, outcomes and postsecondary success of minority students. There continues to be a perpetuation of
racialized practices and systems prohibiting African American students from engaging
entirely in the school curriculum (Adams, 2019; Chapman, 2013; Ladson-Billings &
Tate, 1995; Ladson-Billings, 2009). Culturally relevant pedagogy is seen as the tool to
address the disparity creating this inequity. The aim of this multicultural framework is to
improve the academic achievement of students of color and equip them for civic
engagement within a stratified society. This is done by making the overall curriculum
more meaningful to students and leveraging their experiences as contributions to the
curriculum and introducing varied educational strategies to address learning (Gay, 2004).
School Curricula
Historically, school environments perpetuate White supremacy by perpetuating
institutional structures in the implementation of their policies and procedures, including
mainly reserving their education as “capital” for White students (Chapman, 2013;
Ladson-Billings, 2009; Ladson-Billings and Tate, 1995), hence furthering their
“whiteness as property” in the school curricula. Too frequently, schools make policy,
curricular, and pedagogical choices without proper consideration of the students and
populations they represent in the racial, ethnic, and cultural realities. The school climate
can be perceived by students as unwelcoming making their academic success less likely.
Faced with this environment, students will react with behaviors that are contrary to the
school’s standards and values (Delpit 1995, 2012; Ferguson, 2020). By in-cooperating a
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cultural relevant framework into the school’s curricula and turning it into practice,
students’ trust is fostered by the school setting (Ladson-Billings, 1995b). The general
term here is transferring from theory into practice. This is the general focus of this
research. It has been seen that although well intentioned, generally, culturally relevant
pedagogy is used in a superficial manner. Although espoused as the equalizer to the
equity dilemma associated with educational discourse, there continue to be culturally
specific curricula, and sensitive practices being used across the nation in classrooms, but
lacking in uniformity or prevalence (Mason, 2017; Morris, 2016). Some of the struggles
stems from the culture of accountability that policy makers have etched into the
educational structures. An inherent challenge to operating in an environment of
accountability is a difficulty encountered by practitioners using CRP. Once educators are
under pressure to prepare their students for standardized tests to keep with the
standardized curriculum, their natural instinct is to avoid giving their students more input
and flexibility in the classroom, which is an inherent factor of culturally relevant
pedagogy. Far too much credibility is given to the outcomes of state evaluations at the
end of the year, which contribute to harsh action both against the teachers and children.
These are mainly based on assessment standards that limit and hinder teachers' applicable
instructional approaches that represent the best way students learn. Unfortunately,
teachers at K-12 public schools around the nation operate under an accountability
framework that equates effective teaching with high standardized test scores (Lipman,
2004). Ironically, disallowing actual student participation in the curriculum results in the
students being disengaged and disconnected from their own education and therefore
struggling to excel at the standardized tests. Teachers’ preference for the conventional
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standardized curriculum impedes their conceptualization and efficacy in how to use
culturally relevant pedagogy effectively in their lesson planning; teachers are also at a
loss as to how to teach individualized or culturally appropriate scripted curricula (Young,
2010a).
Describing the introduction of culturally relevant pedagogy by teachers, Morrison
et al. (2008) highlighted barriers to the adoption of culturally relevant approaches, such
as the reluctance of teachers to incorporate culturally relevant pedagogy in the light of
large class sizes, insufficient resources and a reliance on standardized testing. In the
studies they examined (Morrison et al., 2008), less than one-third of the classroom
teachers used culturally relevant pedagogy as a tool to encourage academic achievement,
cultural and sociopolitical consciousness and from the 45 classroom-based research, 42
utilized the theme of cultural competence in a non-meaningful way. Additionally,
scholars have criticized well-meaning educators who frequently believe that culturally
relevant pedagogy means simply understanding ethnic holidays, including popular culture
in the curriculum, or adopting a slangy tone of speech, and predicted that attempting to
incorporate culturally relevant teaching in this manner would lead to awkward moments
in the classroom, inadequate teaching methods, and counterproductive relationships
between teachers-students and teachers-parents. In Young (2010a) report of eight
educators including the principal, it was found that participants interpreted the cultural
capital of the students as a means of building on their personal experiences and making
the curricula relevant to them, but not generally as a means of facilitating rigorous
academic learning (Byrd, 2016). Also, Ladson-Billings’ plan to foster students’
awareness and knowledge of their own culture and the society that oppresses them,
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however, reflected little in the school curricula’s topics. The development of the concept
by the participants (Young, 2010a) merely represented the feel-good curricula that
Ladson-Billings sought to dispel.
While education scholars and practitioners continue to struggle with the
eradication of racism through the use of culturally relevant pedagogy by implanting
initiatives for true “transformation”, the necessary shift to sustain this transformation to
be planted into the consciousness of teachers must be addressed (Aronson & Laughter,
2016). It remains questionable in the equity discourse. The reproduction theory would
argue that schools, while attempting to do just the opposite, simply reinforce social
inequality. Mason (2017) examined the initiatives at an elite public school district in the
Midwestern region whose efforts were geared to the elimination of racial predictability in
standardized test scores. The initiative centered on two themes, redistribution of children
from racially isolated schools and training of staff in the area of culturally relevant
pedagogy. Findings revealed the transformative aims of culturally responsive pedagogy
were not resolved by the school district, partially because of irresolvable contradictions
between an expressly anti-racist theory and the authoritative discourses implying that
racism is a thing of the past. Ultimately, teachers were left burdened with a knowledge of
and concern for racial equality, without the resources and time for awareness raising in
the process of taking up an equity dialogue (Goode, 2020; Jupp et al., 2019; Khalifa et
al., 2016), or enough infrastructure and support to accomplish it. This study highlights the
need for more research on race-visible studies which focuses on White teachers' racial
conscientization processes and efforts toward race-visible teaching and learning (Jupp et
al., 2019).
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Teachers Academic Content
Teacher self-efficacy varies depending on the situation, so even if a teacher is
skilled in teaching content-area skills, they may not feel confident in addressing the
demands of culturally diverse students. Despite the benefits of teacher self-efficacy in
general, little studies have examined how confident teachers are in their abilities to
execute CRP in specific academic content areas while addressing colorblindness.
Siwatu (2007) reported on the methods courses, which were important for
assisting preservice teachers in gaining the information and skills necessary to teach
academic courses in a culturally sensitive manner, as being left out from the list of
training courses for teachers. Cruz et al. (2020) discovered that the type of credential
preparation, topic type, school type, and geographic location had no statistically
significant effects on CRTSE results. Furthermore, the authors discovered that teachers
with special education credentials scored the same on the CRTSE as teachers with other
credential types. This finding echoes Gay (2010) assertion of teaching that is culturally
responsive, is teaching that uses students' cultural backgrounds including their race and
expertise as assets in the classroom (Gay, 2010).Teachers with higher self-efficacy are
confident in employing students culture into instructions (Byrd, 2016) and affirming
students ethnic and racial identity.
Chu and Garcia (2014) used cultural responsive teaching (CRT) to survey the
self-efficacy of special education teachers concentrating on sociodemographic factors
including dominant language, perceived quality of professional training programs, and
racial/ethnic background of the pupils served. CRTSE was found to be significantly
predicted by teachers' language features and perceived quality of professional
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preparation. CRTSE results were higher for teachers who spoke more than one language
and for teachers who were qualified in bilingual education. Chu and Garcia (2014) study
reveals the connections associated with teacher student matched language (Cruz et al.,
2020; Siwatu, 2007) as language barriers can act as hindrance to promoting teachers' selfefficacy.
Debnam et al. (2015) report showed classroom-level factors were linked to the
employment of culturally responsive practices. According to the findings, culturally
sensitive teaching behaviors in math classes were rated lower than in other main subjects,
indicating that different subject content teachers may experience difficulties translating
CRT practices into the context of the educational content. Additionally, teachers in social
studies courses, in this study, scored higher on the adoption of culturally relevant
approaches, demonstrating more efficacy in culturally responsive social studies content.
“Teachers may find it easier to adapt these lessons to incorporate cultural artifacts
relevant to students and connect the lesson to real-world examples, given that social
studies naturally includes the study of different cultures” (Debnam et al., 2015, p. 11).
The authors call for further exploration on the relationship of CRT and subject content
areas.
Research on the subject of culturally relevant teaching and teacher efficacy
reveals more about teacher practice in classrooms (Aronson & Laughter, 2016). More
focus on Gloria Ladson-Billings' study on instructors' positionality, including race
consciousness, posturing, and paradigm in content delivery (1992, 1995a, 1995b) is
needed. Teachers with higher degrees of self-efficacy put forth more effort, perseverance,
and resilience (Pajares, 1996; Siwatu et al., 2016). Regardless of the academic content,
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culturally relevant teachers provide a challenging curriculum (Byrd, 2016) and scaffold
students' learning. These studies show increased multiculturalism was discovered to be an
unintended element of teacher efficacy. As a result, culturally responsive teaching was
linked to high teacher efficacy which correlated to students’ academic achievements.
CRP and Culture
CRP’s second focus is cultural competence. Educators associate the cultures of
the students with educational material and activities through cultural competence. In
order to be able to use culture as a connector, teachers must study, understand the ways in
which culture influences educational spaces and value different cultures (Gay, 2000;
Ladson-Billings, 1995a, 1995b, 2002). Culture in culturally relevant pedagogy is used
as a map to guide educators to connecting students home with their educational
attainment and success.
Teachers must first develop their own cultural skills by understanding the cultures
and the lives of their students at home. In addition, teachers promote the appreciation of
students’ own and other cultures by using information from the homes and societies of
students, and by portraying people of many backgrounds in materials. The lack of
knowledge of the backgrounds of the students serves as a barrier to culturally responsive
pedagogy for some teachers (Banks 2004). Some also perceive a cultural misalignment
between the culture of their students and their own socio-cultural context (Villegas &
Lucas, 2002). For most practitioners, lack of training and exposure to culturally
appropriate activities within their teacher education programs or in-service professional
development initiatives has left them unfitted with a practical understanding of this
critical context (Gay 2010). This inexperience delineates teachers' struggle to bridge
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cultural gaps in the classroom and provide demanding educational opportunities for
culturally and linguistically diverse students leading to teachers' low self-efficacy in this
field (Little, 2020).
Cochran-Smith et al. (2004) report that while teacher education program includes
readings and assignments that offer students the opportunity to understand and appreciate
the importance of culturally specific teaching, the author found teacher candidates lack
the ability to translate theory into pedagogy in their field experiences. Little (2020) study
included a sample of 15 middle school teachers from the state of Florida in which the
culturally responsive teaching self-efficacy (CRTSE) scale was utilized (Siwatu, 2007) to
examine teachers' self-efficacy belief in applying culturally relevant pedagogy. Findings
revealed participants as being confident in their ability to develop cultural awareness and
establish relationships, but lacking faith in the implementation of pedagogy that was
culturally sensitive. The lowest levels of self-efficacy included interactions with
preparation instruction, which involved the cultural contributions of the culturally and
linguistically diverse students in the classroom. Participants reported of their discomfort
with obtaining information by forming relationships. Although some teachers addressed
examples of the integration into lessons of cultural contributions from various cultures,
most did not include cultural contributions during instructional preparation and did not
address cultural contributions during educational tasks. Brown-Jeffy and Cooper (2011)
also highlights the importance of race and racism into the discussion of culture as a
means of tackling structural inequality in policy and practice. These authors argued that
addressing culture does not always take into account the structural forms of racism
embedded in the American way of life.
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By using Critical Race theory, together with CRP, educators can inject the sense
of race and racism into the culture discourse. Byrd (2016) investigated the perceptions of
315 sixth –twelve grade students on culturally relevant teaching (CRT). The results
showed aspects of cultural relevant teaching as having a weak to moderate correlation
with students’ academic outcomes and racial attitudes. Although constructivist
pedagogical practices incorporating CRP and promotion of cultural competence were
positively associated with academic outcomes, promotion of cultural competence was
negatively associated with racism awareness, and critical consciousness. Essentially, the
results support the belief that culturally relevant teaching is important (Ladson-Billings,
1995a), but the results also indicate a strong emphasis on race “in” culture is important in
the classroom (Byrd 2016), a theme missed by the original scholars of CRP. Even
Ladson-Billings (2006) admitted that out of the three themes to CRP, cultural
competence was the most difficult.
Farinde-Wu et al. (2017) examined the “heart” of CRT in their article “It’s not
hard work; it’s heart work”. Their research consisted of 7 award winning teachers in
which the majority of teachers were African American. Participants were initially chosen
for school and district teachers of the year through an internet search. Themes developed
through these teachers’ success were related to utilization of critical multicultural content
in their pedagogy. These themes explicitly captured the pedagogical strategies of these
educators who have won adulation for their success with students. While the previous
study shows success with cultural infusion into the instruction, it cannot refute the
ethnicity of the teachers receiving the accolades. Recruiting teachers from diverse racial
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backgrounds can add to the knowledge of the cultural bucket that schools may be
missing.
Teachers Race
A major obstacle for the establishment of cultural pedagogy in the classroom is
generated by an ever-increasing demographic shift among students. Studies show
teachers' perceived ability to integrate students' cultural backgrounds into lessons was
described as a source of low self-efficacy views (Siwatu, 2007). Teachers' self-efficacy,
or their judgments of their own competence, is a related construct that influences the
likelihood of instructional techniques being adopted in the classroom (Evans, 2017).
Teachers who reported a first language other than English in a study reported by
Cruz, Manchanda, Firestone and Rodl (2020), showed teachers considerably less
confident in working with culturally diverse students, despite the fact that identifying as
Latino was positively connected to CRT self-efficacy. According to social cognitive
theory, self-efficacy is a significant predictor of behavior in and of itself, so focusing on
instructors' low self-efficacy, regardless of real competence, may be helpful (Pajares,
1996).
Similarly, Cadenas et al. (2020) report on 323 teachers of immigrant students
showed only Asian/Asian American teachers as having a positive and substantial link
between colorblind views and self-efficacy, and only Latinx and Asian/Asian American
teachers as having a significant link between self-efficacy and result expectations for
culturally responsive driven instruction. Furthermore, Knowles and Hawkman (2019)
research revealed African American, Latino/a, and Multi-racial instructors had a
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significantly higher perception of their ability to teach culturally relevant and anti-racist
pedagogy than White teachers.
Culturally relevant teachers don’t need to come from the same ethnic minority
community as the students they teach as cited by Osborne (1996), undoubtedly, teachers
of any ethnic background can be efficient and competent teachers of minority students
(Gay, 2000; Ladson-Billings, 1994; Milner, 2006). However, White teachers see minority
students through traditionally organized types of knowledge and assumptions of what is
expected. These European-American middle to lower class teachers may lack the
requisite context information to effectively teach children from a diverse background.
Also, since most White teachers come from rural and suburban middle-class areas, it is
doubtful they will be able to empathize with the life struggles of disadvantaged children
of color residing in urban communities. According to Howard (2003b), many teachers
were not appropriately trained to teach diverse student groups in urban environments or
cultures different from their own. Failure on the part of teachers to discuss or respect
students’ culture could be a major factor in the student’s underperformance. LadsonBillings have noted White American teachers have failed to equate the notion of culture
with themselves. However, culturally relevant teachers understand their own cultural
identity. Such self-recognition generates a cultural awareness, develops cultural skills and
culturally responsive self-efficacy that help teachers develop meaningful relationships
with students efficiently and effectively, prepare sensitive instruction carefully and
actively enforce multiple ways of building knowledge (Gay, 2000; Ladson-Billings,
1994, 1995).
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Race Matching and Academic Performance
Of particular interest is the issue of whether teacher-student racial matching
increases student performance (Delpit 1995). Studies have proposed that homogenous
race between teacher and student leads to the positive effect of academic success on the
student. Villegas and Irvine (2010) cited (Dee, 2004; Clewell et al., 2005; Hanushek,
1992) as researchers who found the academic increase of African American and Hispanic
students when paired with teachers of the same ethnicity. Their research results showed
that same race teachers had been much more effective than White teachers in raising
students’ academic performance. Although one researcher (Ehrenberg et al., 1995) was
referenced for showing no academic effects of racially paired teachers, their research did
show some score gain from increasing the number of Black teachers in the school.
Villegas and Irvine (2010) also mentioned Pitts (2007) and Meire (1993) as contributors
to the research on having higher graduation exam passing rate by both African American
and Hispanic students when the school’s racial/ethnic distribution approximated that of
the students population.
Warren-Grice (2017) provided a snapshot of 5 black educators who used
culturally relevant pedagogy leveraging self-efficacy to advocate for students of color.
The study related to the racial uplift (Jupp et al., 2019) for Black and Latino/a students by
researching teachers' use of CRP to influence the academic achievement of students of
color. Participants in this study shared an enthusiasm for racial uplift and permitted a
holistic educational approach, as CRP indicates. Racial uplift was used in the context
of racial and academic activism. Activism came about by defending learners from
different forms of violence, neglect, and macro and micro forms of racism. Educators
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served to better manage and discuss the racial space with the staff and students. Grissom
et al. (2020) examined the academic growth as well as the subsequent enrollment in
rigorous math courses, such as honors and AP math courses, of high school students with
teachers of the same race or ethnicity. The research took place in Miami-Dade County
Public Schools, which is the fourth largest school district in the United States. Findings
showed that teacher–student race congruence were associated with the likelihood of
students taking advanced math courses in the consecutive term or year. The results also
added to the literature on the academic improvements of students of color with same race
teachers by showing the higher end-of-course scores and higher grades which were
positively correlated to racial matching. In short, these empirical studies provides support
of Milner (2006) notion that students of color acquire academic benefits if taught by a
teacher of the same race or if exposed to a teacher or teaching force that is racially
/ethnically representative of the student population.
These researchers also centered teachers' self-efficacy in culturally responsive
pedagogy in tandem with confronting issues of racism through teaching along with
fostering caring relationships as part of their success with students. Hooks (2014) makes
it clear that Black female teachers hold gender identities and viewpoints that have been
ignored and overlooked in teaching and learning discourses. Additionally, college
education programs are designed to meet the needs of White female teachers and
minority teachers are left out of the discussion (Gay, 2000). There is a wide variety of
variation within groups and one should not over-simplify any group's characteristics, but
there is something different and special when groups share a commonality and deep
comprehension of the dilemma of racism. Black students frequently bring with them a
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collection of circumstances rooted in racism, inequity and confusion (Milner 2002). Not
only through their everyday experiences, but also through institutional and systemic
circumstances, prejudice and inequity constructed through racism will emerge in
situational contexts. Milner (2006) referenced Mitchell (1998), in her qualitative study of
eight recently retired African American teachers. These teachers, along with the sharing
of cultural capital, were able to increase students’ educational outcomes from building
connections between the students’ home situations and school. Milner (2006) posits:
“There was something authentic about these Black teachers. Indeed, they saw their jobs
and roles extend far beyond the hallways of the school or their classroom. They had a
mission to teach their students because they realized the risks and consequences in store
for their students if they did not teach them and if the students did not learn. An
undereducated and under-prepared Black student, during a time when society did not
want nor expect these students to succeed, could likely lead to destruction (drug abuse,
prison, or even death)” (p. 92).
Teachers Race and Racism
Another shift within the cultural competence model is the apparent racism
experienced by minority students when teachers are not sufficiently educated about
students’ cultural capital. Educators tend to go back to their place of “knowing” and
award praises for deficient work performed by minority students. Irvine and Irvine (1983)
referenced Massey, Scott and Dornbusch (1975) study titled “Racism without Racists:
Institutional Racism in Urban Schools”. According to these authors, Black students were
given praise for low achieving work. Black students, on average, perceived high praise
from their White teachers, and yet they received the lowest grades by far. The core
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problem proposed by this study was that it encouraged Black students to fantasize about
their results, assuming they were performing better than they really were. Another study
cited by these authors (Irvine and Irvine, 1983) was the study done by Charles Beady and
Stephens Hansell (1981). These researchers examined expectations held by teachers (129
Black, 312 White) regarding students’ future success and perceptions of their students’
current achievement and effort. The results showed that teachers’ race were coupled with
expectations for future college success for students. It also revealed that Black teachers
had considerably higher educational expectations compared to White teachers. This is
also supported by Sleeter (2008) who posits White teachers questioning of Black and
Latino students’ ability and holding lower expectations than their Anglo peers.
While Ladson-Billings (1999, 2005) used critical race theory as a gateway for
focusing on race in the literature of teaching for diversity, she acknowledges that race
issues were not at the forefront of many of those debates. Ladson-Billings explored
teacher educators, in particular, Black women teachers who hold critical viewpoints on
education and inequality, teach in ways that identify and take note of race and racism
problems in education. While Ladson-Billings (1994) study of culturally relevant
pedagogy was based on the premise of the expertise of five Black female educators (three
were White women), it may be evident that these teachers were linking critical race
theories theme into cultural knowledge for greater effectiveness with their students. In the
exploration of African American teachers, Lynn (1999) found that the beliefs of teachers
about the necessary links between race, class and gender, the importance of confronting
racism in their schools and classrooms, and their commitment to using their classrooms
as spaces to help children appreciate their culture, were consistent with CRT themes that
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speak to the interconnections between race and other dominating forces. While the
literature on teaching shows that a teacher of any ethnicity can teach and be effective,
there is a “cultural link” present in ethnic homogeneity relationships of teachers and
students. Such culturally informed relationships allow Black teachers to establish
substantive, appropriate curricula and pedagogy in classrooms with Black students
(Ladson-Billings, 1994) and responsive curricula (Gay & Kirkland, 2003). Sleeter (2001)
claims that the main problem is the tunnel for teaching, from pre-service to teacher
educators which is predominantly White. These pre-service White teachers and White
teacher trainers may have presupposed prejudices against African American and Latino
students, adding pre-service teachers’ unpreparedness for their students and the
classroom setting. Evidence clearly shows that including more minority teachers in the
teaching force will theoretically boost a large variety of students of color conditions and
needs.
Teacher Bias
With all its adaptations, there is general consensus between culturally responsive
practices as how the theory is used to promote learning, organize the management of the
classroom, provide several possibilities for knowledge demonstration, and help students
preserve their own culture when navigating the popular culture (Siwatu, 2007). The
checklist however, does not account for one of the key elements of culturally relevant
pedagogy, which is to challenge power problems and confront racial and social injustices
openly (Gay, 2000). Educators are subgroups of a society. They are not enclosed in
vacuums, they are by nature direct products of the policies and practices that have shaped
societies. They have not escaped what Bell (1992, 1995) describes as the permanence of
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racism, and other scholars (Delgado & Stefancic, 2017; Solórzano et al., 2005) reference
to colorblindness and meritocracy permeating societal structures including school
systems. Additionally, there continue to be reflective reminders enforcing the deficit
belief systems of educators, “Whether through media or professional venues, racial
stereotyping blames unequal outcomes on the students of color themselves rather than on
society and its institutions” (Solorzano & Yosso, 2001, p. 6).To commit to social justice
and abolish the oppression lingering from racism teachers must move beyond their own
rhetoric of knowledge and become open to voices of the oppressed. Freire (2018) claims
that by recognizing one’s self and the environment, the teacher will be able to create a
culturally meaningful pedagogy that draws on the perspectives of students of diverse
backgrounds, ethnicities and experiences joining the classroom.
Gay and Howard (2000) and others (see Mason, 2017) alerted to teachers being
unsuccessful in raising students cultural biases and ethnic stereotype if they themselves
don’t examine and adjust their own. Ladson-Billings (1995a, 1995b) emphasizes the
value of teachers discussing social expectations and inequities that impact students of
color in order to help students develop a wider socio-political awareness. Efforts to
navigate towards building students’ critical consciousness is built on teachers being
aware of the social inequities that exist in the world (Young 2010a). As Ladson-Billings
alluded to teachers having “developed a broader socio political consciousness that allows
them to critique the cultural norm” (LadsonBillings, 1995a, p. 162). Although this aspect
of CRP has been echoed through the literature, studies reveal the inadequate use of tenet
3 (socio political consciousness) in practice (Morrison et al., 2008). The effectiveness of
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moving towards this consciousness is weighed by teachers’ self-knowledge, ability to
adapt and their efficacy beliefs (Siwatu et al., 2016).
As previously mentioned, Byrd (2016) investigated the relations of students’
perceptions of culturally relevant teaching and school racial socialization with academic
outcomes and racial attitudes. The finding, although revealing promotion of critical
consciousness as negatively related to feelings of belonging, critical consciousness
promotion was positively correlated to positive racial identities and added to the
promotion of race and culture in the classroom (Hughes et al., 2006). The study reflected
on the importance of discussions of race and social issues (Aronson & Laughter, 2016).
When teachers openly discuss race and discrimination students become more conscious
of prejudices and its impacts. It adds to their critical consciousness (Morrison et al.,
2008) which increases their awareness of discrimination. This perception shields them
from the discrimination they may encounter in schools and communities. Hence, the
lower feeling of belonging experienced by students may be balanced off by more
proactive reactions to discrimination they ultimately encounter. The finding also shows
that students’ positive ethic-racial identity is connected to schools racial socialization
hinting on the importance of teachers' understanding for cultural awareness (Scriven,
2019) and their approach to interacting with its content.
Aronson and Laughter (2016) analysis of more than 40 published studies relating
to culturally relevant teaching revealed the importance of promoting students’ critical
consciousness and positive ethnic racial identity through schools racial socialization.
Findings suggest the importance of teachers’ worldview when connecting with students
of diverse backgrounds. Additionally, Aronson and Laughter (2016) synthesis of
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culturally relevant pedagogy related articles of research, showed positive gains for
students were seen through the use of CRT. More than 40 studies were reviewed from
various concepts and disciplines where findings were analyzed not only in terms of
academic success, but through other dimensions of achievement, such as inspiration,
empowerment and critical dialogue. The authors cited Gay (2010) for including the
emancipatory and liberating definition of culturally responsive teaching reflecting on the
removal of ideologies oppressing the educational experiences of students who are
marginalized. Also referenced was Dover (2013) for markers made in this social justice
pedagogy. One of the referred marks was the ways in which “culturally relevant
educators explicitly unmask and unmake oppressive systems through the critique of
discourses of power” (p. 167). While the synthesis focused on the frameworks of
culturally relevant pedagogy through the lens of social justice, none showed, as Ladson
Billings stated, teachers relating to issues of race within themselves or self-efficacy in
operationalizing culturally relevant teaching. In other words, no research showed teachers
recognizing issues of race inside their own frame of reference (Cobb, 2017; Modica,
2015).
While the 256 initial results in the synthesis did show studies relating to preparing
teachers to be culturally relevant and the study did relate to student outcome through the
lens of culturally relevant education, there was only one mention of studies related to
professional development of teachers committed to critical dialogue (Aguirre and Zavala,
2013) of math literacy for students of color and one (Duncan-Andrade 2007) relating to
four teachers critical conscious purpose, all who were highly effective before the study
took place. Milner (2011) research focused on one White Middle school teacher selected
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by the principal for the study; the focus of this research was the necessary equation for
building teachers cultural competency, while Martell (2013) researched issues of power,
equity and social justice with students in his own classroom. There was one mention of a
study related to African American and Latino students’ view of racial groups (Epstein et
al., 2011) and issues related to race and power. However, missing from the literature are
teachers’ belief and attitudes of race and ideologies circulating the racial discourse in
implementing culturally responsive pedagogy.
There is a number of literature showing teacher concerns for racism in facets of
the school structure (Epstein et al., 2011; Ladson-Billings, 2003), at the same time it
reveals teachers uncomfortably with being a part of conversations with race. More
research is needed to show teachers' beliefs and attitudes of the colloquy of race in CRP.
CRP is designed to broaden students’ views of injustices in schools and societies. It is
meant to push their thinking beyond the boundaries of the classroom, opening the path to
the introduction of pedagogy for social justice. The achievement of social justice is the
desired result of social justice teaching, while the process is to fight against the social
injustices embedded in schools. These practices aim at revealing and eradicating the
patriarchy that encompasses almost every part of society, including schools (Bell, 1997).
By teachers showing a genuine care for students’ lives and reflecting on their own
consciousness can move students to mitigate similar experiences. Work such as Gustein
(2003) whose research in mathematics concepts with the use of Freirean principles of
gauging students to use the world around them as an approach to mathematics showed
increases in socio-political awareness in students. In sheets (1995) study of Latino
students their social political consciousness was increased as seen through discussions
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after the exposure of CRP increased their positive views of their identities. Both of
these works showed creative ways of using social justice awareness to increase students’
sociopolitical consciousness, which positively affected their social and cultural identities.
In some instances educating students for social justice and challenging the status quo can
be seen as a risk. Esposito and Swain (2009) study revealed teachers’ commitment to
raising students’ sociopolitical consciousness were met by challenges brought on by
constraints such as school reform models and career risk. Gutstein (2003) asserts that
teachers who inspire their students to challenge authority by pushing their students to
think critically about the inequity within their school and the larger society are seen by
school officials as practices that may be threatening. Regardless of the views, the
literature shows students who are able to think critically are able to meet academic
standards and conquer the challenges of social inequality put before them, inspired by
positive messages about themselves and their identity.
Deficit Mindset of Teachers
For culturally relevant teaching to be successful, a student's culture must be seen
as an asset and used as the foundation to instruction. If these are seen as deficits or
abstract from the “norm” then the fostering of student’s engagement and subsequent
achievement suffers. According to Ford et al. (2002) the cultural assets apply to African
American cultural patterns students carry into the classroom where teachers who are not
culturally knowledgeable or who adhere to a deficit thought attitude towards students see
this as problems or challenges. Gay (2000) asserts that culturally responsive teaching
shifted our deficit paradigm of epistemology from “can’t do” to “can do” (p.181), but this
model does not represent a fortuitous cure-all of past discriminatory activities that
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initially refused students of color a place to freedom of education (Ford & Grantham,
2003). Ford and Grantham (2003) further suggest that deficit thought is the culprit for the
racialist perceptions of White teachers.
Since they have essentially no analytical structure to grasp observable disparities
other than the dominant shortfall system, White preservice teachers typically assume
lower standards of achievement for students of color than for White students with
disregard to racism (Schultz et al., 1996). White teacher candidates enter the teacher
program with very little cross-cultural knowledge context, awareness and experience,
while they often express naive optimism coexisting with unexamined assumptions taken
for granted as reality (Schultz et al., 1996). The general assumption of White teachers and
pre-service teachers is that students of color deficiency are derived from their parents’
lack of support and value of education rather than what was missing in the classroom.
This perception of the deficit affects the ability of a teacher to try and find out how to
reach out and question students of color (Sleeter, 2011). White preservice teachers are
unlikely to act to close achievement gaps without confronting deficit views of students of
color and their communities directly.
African American learners frequently communicate with teachers who would
rather not teach them (Grant, 1989). Teacher attitudes and low aspirations of African
American students may be based on views such as those articulated in the publications of
Jensen (1969), who advocated I.Q and genetics theories for lack of educational
achievement as the primary reason (Jensen, 1969). These types of work have been
influential in the debate on the deficit paradigm from a historical point of view (Valencia,
1997), though they show no validity, they are discretely presented by current educational
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practice as truths. The quantity of literature on the impacts of observing minority students
from a cultural deficiency perspective are significant (Sleeter & Grant, 2009; Thompson,
2004). Along with being deficient, minority students are also considered culturally
disadvantaged, and this biased outlook on the part of others hinders their academic
achievement and becomes a predictor of failure (Sleeter & Grant, 2009; Thompson,
2004). Scholars and researchers have examined the beliefs of perpetuation of academic
failure of minority students by those who refute its process as rooted in racism brought on
by deficit processes and discrimination (Cormier, 2009; Steele & Aronson1995;
Valencia, 1997). This is the basis for meritocracy’s theoretical principle, that everybody
gets the chance to succeed (Holme, 2002).
The deficiency view is further maintained and justified as the inability of lowincome and minorities to succeed is related to their group’s cultural weaknesses and their
inability to assimilate to dominant standards in the eyes of those in the dominant culture
(Holme, 2002). The idea behind this philosophy is that, irrespective of socio-economic
status, ethnicity, gender, or other identity, schools are equal and meritocratic, providing
the same education to everyone. However, the meritocracy ideology as practiced in our
public schools ignores the structural and practical barriers many of our students and their
families face (Hallinan, 2001).The deficiency model that uses student snapshots of
achievement like the NAEP and other national tests to describe the achievement gap
indicates that African-American children are incorrect. This, along with the disaggregated
data of the assessments of minority students represented in a district and school report
card classifies these students as “other”. This conundrum amplifies the deficit mindset
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and can take on subtle racist shapes. These subtle forms of racism affect student’s
motivation, sense of belonging and ultimately reduce their academic performance.
While many educators believe that they can provide quality education for
African-American children and other children of color, subtle forms of discrimination
continue, sometimes unknown to those who carry out the acts (Boykin & Noguera, 2011).
Studies also found that the difference in racial prejudice in the standards of White
teachers affects student success; this discrimination takes the form of teachers who do not
expect the same results from African-American and White children or African-American
and White children with equivalent test scores (Hallinan, 2001; Pitre, 2014). Culturally
relevant pedagogy calls for teachers to be trained and retain an open mind to embracing
students' culture as an integral part of the classroom setting. They must also bind the
home life of students with the experiences of school, but studies have shown most of the
teachers employed at these high populated minority schools are inexperienced. Moreover,
the pool of prospective teachers coming to these areas have not been extensively trained
to accommodate the learning styles sort by CRP.
Opportunity to practice culturally responsive teaching for prospective teachers
generally occurs in culturally diverse classrooms, unfortunately, field experiences for preservice teachers do not take place at schools populated with these student demographics
(Ladson-Billings, 2000). Although scholars such as Gay (2002); Ladson-Billings (2002);
Delpit (1995) and Irvine (2003) have argued for the importance of infusing culture as a
part of their daily instruction of preservice teachers, Siwatu (2011) shows limitations of
the practice. Siwatu (2011) reveals the amplification of preservice teachers' confidence
and beliefs in executing culturally relevant teachings were skills related mostly to

75

restricted classroom discussions. The findings revealed disparities among preservice
teachers with respect to the aspects of culturally responsive teaching addressed and
practiced. With regard to various quality metrics such as qualification, subject
matter knowledge, pedagogical preparation, and experience, less-qualified teachers are
overwhelmingly found in schools with more ethnic minority, low-income students
(Darling-Hammond, 2015). This inexperience hinders students’ progress and promotes
teachers' low expectations for students of color. Gay (2000) asserts that when teachers
have low expectations for students it indicates a lack of confidence in their ability to
teach them. Consequently, they attribute the lack of intellect and deficit to student home
lives.
The degree to which family practices and values influence school expectations is
critical for the relationship between schools and families, as well as for the student’s
external motivation. Nonetheless, academic success by Black students is more closely
related to their relationship with teachers, which can be troubling because Black children
are often considered less conforming and more aggressive than their White peers,
resulting in encounters with teachers that are marked by more praise and less support
(Morris, 2016). Minority students are challenged by teachers who disagree with them,
stop answering their questions, and mark them as difficult when they speak up for
themselves or those they consider having been unfairly handled. Nevertheless, while
students view the relationship as problematic, they also want their teachers to engage
them and be loved by them (Morris, 2016).
African-American students and other students of color want their teachers and
schools to be safe, compassionate, respectful and motivating and they want their teachers
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to be accountable for the skills required to ensure that each student has the opportunity to
learn (Ogbu, 2003). Ogbu (2003) also asserts that experiencing supportive comments
from both teachers and their peers is especially crucial to African-American students’
academic performance. Young (2010a) cites Gay and Howard (2000) who cautioned,
“Unless European American teachers seriously analyze and change their cultural biases
and ethnic prejudices (toward self and others) they are not likely to be very diligent and
effective in helping students to do likewise” (p. 8). If culturally relevant pedagogy
represents the cure for the disenfranchised to be more actively involved in the American
dream via the education pathway, there needs to be a more microscopic view of this
treatment for commitment, practice and sustainability. If the disenfranchised are getting
the more inexperienced teachers who are not getting the experience and exposure
necessary to infuse CRP into their daily lessons, then how is this theory ever going to
shift the paradigm of equity? These are part of the problems Black and Hispanic students
encounter trying to access secondary education opportunities and social mobility.
Identity
Ladson-Billings (1995) suggests that the purpose of culturally appropriate
instruction is not to obtain and learn the standards of the dominant community, but to
help students build positive ethnic and cultural identities and use their cultural identity for
academic achievement. This is seen as affirming the identities of all students by means of
a more inclusive curriculum and cultural pedagogy. Culturally responsive teaching is
focused on a method of logic that not only re-inscribes children of color as culturally
distinct from White children, but also seeks to affirm these differences as important tools
that can be used to help children of color become as effective as possible, presumably, as
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White children. Thus, discourse around culturally different children fixes cultural identity
on students of color and, in effect, controls the activities that order children, organize
what we should think about them, and make them think about themselves, and decide
what they can and cannot become (Popkewitz, 2009). While CRP is seen as a rational
technique for reducing classroom inequities, doing so could have turned into what
Popkewitz (2009) called the ironic double gesture, an effort to change inequality that
reflects and creates inequities and exclusions. Ladson-Billings (1994) credited effective
teaching to what she called culturally relevant pedagogy in her research of eight
successful teachers of African American students. The collection of teaching guidelines
defined as culturally relevant pedagogy is derived primarily from the academic
descriptors of effective teachers of traditionally disadvantaged students of color. The
literature on culturally relevant pedagogy (CRP) has produced many accounts of teachers
that have adopted strategies that are culturally appropriate and have been successful in
educating students from traditionally disadvantaged groups in the US. Primarily, most of
the teachers described in the culturally relevant literature on the successful use
of culturally responsive strategies are award-winning teachers or teachers who have been
successful with past practices like in Billings (1994) research, (see Byrd, 2016; CochranSmith et al., 2004; Morrison et al., 2008).
Socio-Political Consciousness
As previously mentioned, culturally responsive pedagogy (CRP) is a theoretical
framework used to leverage students' academics along with confirming their cultural
identity. This is done through the premise of students challenging inequities brought on
by the existing social order and deficit paradigms (Ladson-Billings, 1995a, 1995b). This
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aspect of CRP assumes teachers can promote students' understanding and critical analytic
capabilities of social inequities and they themselves are able to recognize and critique the
injustice of the world. This consciousness (Freire, 2018) underscores the ingredients to
making CRP a pedagogical success. Ladson-Billings has termed this concept sociopolitical consciousness, and signifies the notion of it being the prerequisite to
implementing culturally responsive teaching. It implies a deep care for students beyond
the classroom for a continued holistic improvement. For students’ development of this
critical consciousness and abilities of challenging the status quo and social hierarchy
(Brown-Jeffy & Cooper, 2011; Ladson-Billings, 1992, 1994, 1995) there must be a
continued effort of educating teachers for this transformational change to be a shift from
theory into sustainable practice. “Socio-political consciousness is the ability to take
learning beyond the confines of the classroom using school knowledge and skills to
identify, analyze, and solve real-world problems” (Ladson-Billings, 2014, p. 74).
Over the years scholars have given various definitions to CRP (Aronson &
Laughter, 2016; Morrison et.al, 2008) prompting “CRP the Remix” by Ladson Billings in
which she cites researchers such as Beauboeuf-Lafontant (1999), for his political stance
on improving students’ political consciousness and Paris (2012) for making CRP a more
sustainable practice. The author also cites Cohen (1979, 1982) for her educational
impacts of promoting equality, but like CRP, the works of Cohen were used as versions
adaptable to the users own approach (Ladson Billings, 2014). The “fluidity” of CRP and
its various interpretations allows true meaning to be lost, just as analyses of social
injustice. Nieto (2005) posits about the history of multiculturalism and the moments of
justice and inclusion transformed into exclusion and racism. For schools to move away
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from the stagnation of racism and its debris such as color blindness, and effectively
prepare teachers to work with students of culturally diverse backgrounds, they must take
a stand and commitment to social justice by challenging so-called racial color-blind
discourse which perpetuate inequities (Nelville et al., 2016).
In Bottiani (2014) research of 58 high schools involved in the Maryland Safe and
Supportive Schools (MDS3) initiative, results showed racial inequalities in students’
experience of treatment and caring relationships which subsequently gauged their sense
of belonging in schools. Belonging, in fact, was more critical to the emotional
participation and externalizing conflicts of Black youth than it was for White youth.
Results showed high school students experienced different levels of support, by race,
especially with regard to perceived care and culturally inclusive treatment (Adams,
2019). Most importantly, the teacher care experience of Black students was substantially
lower than that of White students, and substantial indirect effects of the teacher care
experience of students clarified variations in the sense of belonging to school by race.
School organizational health was closely correlated with the experience of a fair and
inclusive school environment of both Black and White youth; however, the correlation
was stronger for White than Black youth, leading to greater racial differences in the
school experiences of students in schools with greater organizational health. The study
suggests that efforts to reduce inequalities in student outcomes must come from a schoolwide change (Khalifa et al., 2016) to foster a just and culturally sustainable school
environment and making it a key priority. This change begins with the teacher in the
classroom and receiving the tools necessary to provide culturally inclusive instructions
(Evans, 2017; Siwatu et al., 2016) with high efficacy.
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CRTSE and CoBRAS
Considering the growing number of students from diverse racial, ethnic, cultural,
and linguistic backgrounds in urban schools, and the majority of teachers coming from
Euro-American cultural norms, school districts and teacher educators must determine to
what extent teacher pedagogical beliefs as reflective of culturally responsive instructional
practices contribute to student achievement (Siwatu, 2007; Sleeter, 2001).
Teachers have specific teaching beliefs, understanding, and skills (Banks, 2004). The
journey toward transformationist teaching starts with a critical self-examination of beliefs
and concepts about race and class, as well as authority, privilege, and positionality within
the dominant White, middle-class culture (Banks 2004). To become a culturally
responsive teacher necessitates both the acquisition of associated knowledge and skills as
well as the self-efficacy beliefs necessary to put these skills to use.
Teachers' beliefs about their ability to implement culturally responsive teaching
practices are referred to as culturally responsive teaching self-efficacy (CRTSE) (Siwatu,
2007). This belief system describes how effective teachers are at teaching children from a
variety of racial, ethnic, cultural, and linguistic backgrounds. A teacher's self-reported
confidence in their ability to teach in a culturally responsive way can be assessed using
the CRTSE. The CRTSE Scale, developed by Siwatu (2007), is based on Bandura's
(1977) social cognitive theory and explores teacher effectiveness as it relates to CRT as
expressed in experience, skills, and dispositions. The self-efficacy theory assumes that
people's beliefs in their own abilities lead to desired outcomes from their own actions
(Bandura, 1977). Mastery experience, vicarious experience, verbal persuasion, and
psychological and emotional states all have an impact on the formation of self-efficacy
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beliefs (Bandura, 1977). The most important source in the development of self-efficacy,
according to Bandura (1977), is mastery experiences. These experiences provide concrete
evidence of an individual's ability to successfully complete the task at hand.
Self-reflection of multicultural beliefs, attitudes, and concerns around society,
ethnicity, gender, economics, and race is the first step toward enacting culturally
responsive pedagogy (Banks, 2004; Gay, 2000). Teachers can acquire the racial and
cultural competence needed to fully and authentically implement culturally responsive
teaching practices by tapping into this adaptive unconscious (Ladson-Billings, 2003). As
a result, the teacher is able to foster cultural authenticity (Ladson-Billings, 1995). With
this in mind it is important to explore the relationship between teacher self-efficacy and
racial beliefs in implementing culturally responsive teaching.
To be culturally competent, a teacher must have a positive attitude toward cultural
differences, be knowledgeable about other cultures, be aware of the race and ethnicity of
the students and be able to shift ideas and perception. Recognizing the centrality of race
and color in American society, it's difficult to think that a classroom teacher doesn't pay
attention to students' race and ethnicity. Furthermore, by alleging not to see the student
color, the teacher is implying that she ignores one of the most important aspects of the
child's identity and does not account for it in her curricular planning and teaching
(Ladson-Billings, 1994). A White educator who is unaware of her "Whiteness" may
unintentionally privilege White cultural ways of learning, knowing, writing, telling, and
doing.
Essential to the practice of culturally responsive teaching is the ability of
educators to see color and racism. To put it another way, it necessitates educators not
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being colorblind. According to Gay (2000), if educators only see “individuals” rather
than color and culture, they risk “imposing their notions on ethnically diverse students,
insulting their cultural heritages, or completely ignoring them in the instructional
process.” Neville et al. (2000) refers to colorblindness as the inability to recognize the
existence of racism, how it affects people, and how it operates in institutions. Color-blind
philosophy is based on the notion that as a society, we have progressed beyond seeing
race as a deciding factor in how we are viewed, and that race should not and does not
matter (Neville et al., 2000). Teachers may claim that their students' race, language, or
culture have no bearing on how they communicate with students who are different from
them. Colorblindness is characterized as an attitude or philosophy in which students' race,
ethnicity, or culture are unimportant or should be unimportant (Atwater, 2008).
Colorblindness has founded the vocabulary of culturally responsiveness, justice,
diversity, and inclusion to promote efforts that do more harm than good for communities
of color, according to Bonilla-Silva (2010). It is difficult to understand and discern when,
where, and how systematic and pervasive discrimination happens, or even that one may
be the perpetrator, due to a lack of awareness. According to research findings, many
teachers and those studying to teach are anxious when communicating with others who
are different from them. The teacher's personal experience has a significant impact on
their ability to communicate with minority students. When a teacher does not see her
students’ color, the teacher is dismissing racism and its impact and essentially falters the
basic characteristic to become a culturally relevant educator.
The color-blind racial attitudes scale (CoBRAS) was created by Neville et al.
(2000) to measure the three components of colorblindness: (1) Unawareness of Racial
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Privilege, (2) Unawareness of Institutional Discrimination, and (3) Unawareness of
Blatant Racial Issues. While colorblindness and racism have a strong positive association
(Neville et al., 2000), they are not always the same phenomenon. Racism is described as
the assumption that one race is superior to another. Colorblindness pertains to the
rejection of race issues, therefore, color-blind racial attitudes do not necessarily represent
a belief in racial supremacy, but rather an ignorance of the nature of racism (Neville et
al., 2000). This indifference is often related to a lack of common interactions between the
majority and minority groups (Neville et al., 2000). Members of the dominant class are
often unaware of the advantages they are entitled to solely because of their skin color.
Since they are not impacted by the discriminatory actions, members of the dominant
community often fail to notice structural discrimination. Similarly, dominant group
members are often blind to covert acts of prejudice because they have become entrenched
in their contextual circumstances.
Seeing color may tend to be associated with improving intercultural competence
and progressing beyond the minimal degree of development which aligns with being
culturally responsive, but the ability to see color in this study entails more than just
acknowledging cultural differences; it also entails recognizing inequality based on those
differences. The ultimate aim is to enhance intergroup relations, minimize bias, and
promote intercultural equity.
Summary
Critical race theory (CRT) investigates race and class concerns in the educational
system, which is critical in decreasing the achievement gap and ensuring equity for
students of color. Culturally relevant pedagogy (CRP) has been implemented to assist
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with the balancing of this educational discourse and improve the academic experiences of
children who have been disenfranchised by school's Eurocentric curriculum. The efficacy
and sustainability of this pedagogical shift is dependent on teachers’ confidence and their
beliefs and ideologies constructing their socio-political and race conscious attitudes.
Identifying and assessing teachers’ race consciousness (Freeman, 2016) in terms of
applying CRT practices is important because it can reveal characteristics that influence
teachers' capacity and motivation to implement key culturally responsive teaching
elements into their teaching approaches. The review of the literature shows teachers
colorblindness may stem from their approach to operationalizing culturally responsive
teaching. The CTRSE and CoBRAS were also found to be reliable and valid sources for
measuring their intended constructs.
Atwater (2008) posits that when teachers fail to recognize and comprehend their
students' ethnic and cultural needs, inefficient instruction, reduced efficacy, and an
enduring problem for the educational system results. Banks (2004) emphasize that
educational reform must seek to change the attitudes and beliefs of all participants in the
educational process and teachers' attitudes may shape and reflect their instructional
practices in the context of intercultural education (Gay, 2010; Milner, 2010).
Teachers with a color-conscious or multicultural mentality see how race impacts
their own and their students' life experiences, as well as the teaching and learning
processes. Color blinded racial views in culturally responsive pedagogies are crucial to
students' success and ability to learn (Evans 2017; Knowles & Hawkman, 2019; Whitaker
& Valtierra, 2018).
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CHAPTER 3: RESEARCH DESIGN
Overview
The primary goal of this study was to examine the extent to which race, selfefficacy in culturally responsive pedagogy and academic content affects teachers’ racial
attitude. Research shows ideologies stemming from colorblind perspectives of teachers
hinder the full integration of culturally responsive teaching. The exploration of the
relationship between teachers’ culturally responsive teaching self-efficacy beliefs
(CRTSE), their race, academic content and color-blind racial attitudes (CoBRAS) was
used for this quantitative comparative correlational study. The use of a comparative and
correlational research design was employed to conduct this study since it is the design
used to determine if a difference exists between groups and determine if a relationship
exists between two or more existing variables (Privitera, 2018).
A non-experimental comparative and correlational research design is used in the
study's testing methods and architecture since this approach entailed determining the
group differences in dependent variables as well as the essence of their relationships.
Comparative and correlational studies aim to see whether there is a connection between
two factors, but not to assign or attribute causation (Privitera, 2018). The focus of this
study was on the extent of teachers’ racial colorblind ideologies and its connections to
cultural beliefs when enacting change in teaching from a cultural pedagogical framework.
The survey instruments used include the Culturally Responsive Teachers Self Efficacy
Scale (CRTSE) and Color-Blind Racial Attitudes Scale (CoBRAS). The first part of the
survey captured demographic information from the respondents. These questions probed
on race/ethnic group of the teachers, teacher age, gender, teaching experience, subject
area, and grade level. These are used as predictor variables along with teachers' culturally
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responsive self-efficacy beliefs as reported by teachers’ responses. The criterion variable,
Colorblind Racial Attitude, measured teachers’ Unawareness of Racial Issues through
three factors weighted by the Colorblind Racial Attitude Scale (CoBRAS).
Research Questions and Null Hypotheses
Research Question 1: Will there be main and interaction effects of teachers’ race,
academic subject and self-efficacy in providing culturally responsive instruction on their
racial attitude?
H01: There will be no significant main and interaction effects of teachers’ race, academic
subject and self- efficacy in providing culturally responsive instruction on their racial
attitude.
Research Question 2: Will there be main and interaction effects of teachers’ race,
academic subject and self-efficacy in providing culturally responsive instruction on their
unawareness of racial privilege?
H02: There will be no significant main and interaction effects of teachers’ race, academic
subject and self- efficacy in providing culturally responsive instruction on their
unawareness of racial privilege.
Research Question 3: Will there be main and interaction effects of teachers’ race,
academic subject and self-efficacy in providing culturally responsive instruction on their
unawareness of institutional discrimination?
H03: There will be no significant main and interaction effects of teachers’ race, academic
subject and self- efficacy in providing culturally responsive instruction on their
unawareness of institutional discrimination.
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Research Question 4: Will there be main and interaction effects of teachers’ race,
academic subject and self-efficacy in providing culturally responsive instruction on their
unawareness of blatant racial issues?
H04: There will be no significant main and interaction effects of teachers’ race, academic
subject and self- efficacy in providing culturally responsive instruction on their
unawareness of blatant racial issues.
Instrument
First, Culturally Responsive Teaching Self-Efficacy (CRTSE) scale (Siwatu,
2007) was used to assess teachers’ self-efficacy belief in culturally responsive teaching
competencies. Permission to use the survey as a research instrument was granted by the
author.
The CRTSE was developed by Siwatu (2007) to elicit information from
preservice teachers regarding their self-efficacy to execute specific culturally responsive
teaching tasks. The CRTSE scale was built using the culturally responsive teaching
competencies (Siwatu, 2007) and the self- efficacy construct (Bandura, 1977).
Respondents are asked to rate their level of confidence (e.g., “I use my students’ cultural
background to help make learning meaningful'' and “Use examples that are familiar to
students from diverse cultural backgrounds”) to execute each task using a scale ranging
from 0 (no confidence at all) to 100 (completely confident). Total scores on the 40 items
ranged from 0 to 4000, with teachers gaining higher scores for more confidence in their
ability to perform CRTSE tasks. Responses to each item were accumulated and divided
by the total number of items to produce a CRTSE strength index in addition to a total
score. Siwatu (2007) chose the 1-100 scale over the traditional 1-5 Likert scale because it
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is more psychometrically sound and allows for more differentiation (Pajares et al., 2001).
According to Bandura (1997), traditional 1-5 Likert scales are less accurate since they are
unable to distinguish between individuals who respond similarly. Bandura (1997)
suggests that adding too few steps loses distinguishing information since persons using
the same answer category would differ if immediate actions were included.
The second instrument used was the Color-Blind Racial Attitude Scale (CoBRAS;
Neville, Lilly, Duran, Lee, and Browne, 2000). This instrument (see Appendix C for
CoBRAS) is used to measure teachers' self-reported racial attitudes on a 20-question
survey. Samples of items are “It is important for public schools to teach about the history
and contributions of racial and ethnic minorities” and “Racism may have been a problem
in the past, but it is not an important problem today”. Racial attitude was based on a
color-blind perspective. According to Neville et al. (2000),
“color-blind racial attitudes has only an ideological component and refers to the
denial of racial dynamics (i.e., the belief that ideological and structural racism
does not exist); thus, color-blind racial attitudes does not necessarily reflect a
belief in racial superiority, just an unawareness of the existence of racism” (p. 61).
Reliability and Validity
The ability of self-efficacy beliefs to predict future behavior and performance,
according to Siwatu (2007), is based on whether the instrument closely matches the
measurable task. This would represent certain culturally responsive teaching
competencies in the context of culturally responsive teaching. Siwatu's Culturally
Responsive Teaching Scale (CRTSE) were used to identify these competencies. To
determine these skills, Siwatu (2007) did an extensive literature review. These
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competences, according to Siwatu (2007), reflect the important skills and knowledge that
may be identified among teachers who practice culturally responsive education.
Curriculum and instruction, classroom management, student assessment, and cultural
enrichment are the four components that make up these abilities. The CRTSE scales were
created by composing multiple self-efficacy belief items that mapped onto each of the
competencies, using the culturally responsive teaching competencies as a guide.
According to Siwatu (2007), “a principal component factor analysis with varimax
rotation of the 40 items yielded seven factors with eigenvalues greater than one,
accounting for 67% of the variance in the respondents’ scores on the scale” (p. 1092).
Siwatu (2007) factor structures found factor loadings varied from .39 for ability to
‘‘praise English Language Learners for their accomplishments using a phrase in their
native language’’ to .79 for ability to ‘‘design instruction that matches my students’
developmental needs.’’ (p.1092).
The scale consists of 40 Likert-type items rating teachers’ self-reported
confidence in executing culturally responsive activities. The original version of the
survey gathered an internal reliability of .96 (Siwatu, 2007) as estimated by Cronbach’s
alpha after the administration of the 40-item survey. The instrument has been used in a
number of studies (Evans, 2017; Siwatu, 2011; Snider, 2015), some with modifications
(Sarker, 2012) and have been published. Siwatu (2007) conducted factor analysis on the
multi-item traits of high and low self-efficacy beliefs. Results indicated a positive
relationship of the correlational analysis (p < .001) between teachers CRTSE beliefs and
the associated outcomes. In other words, efficacious beliefs in culturally responsive
teaching execution linked to the teachers’ positive beliefs in outcomes connected with

90

CRT pedagogies. In addition, the instrument was given to participants working in urban
school settings where culturally responsive teaching has been highlighted as essential to
teacher and student performance. The scales had previously been used largely with
populations of pre-service teachers.
On the 26 items of the preliminary survey (construction and initial validation of
the Color-Blind Racial Attitudes Scale CoBRAS) a principal-component analysis was
carried out. A three-factor solution emerged from the analysis. Racial Privilege,
Institutional Discrimination and Blatant Racial Issues ranked highest for accounted
percentages of variance, ranking at 31%, 8% and 6% respectively.
The CoBRAS 20 items survey is on a six point Likert scale where participants'
responses range from (1) Strongly Disagree to (6) Strongly Agree and measures three
factors of racial attitudes (Unawareness of Racial Privilege, Unawareness of Institutional
Discrimination and Unawareness to Blatant Racial Issues). Higher scores on factors of
the CoBRAS relate to a belief-in-a-just-world, sociopolitical dimensions of a belief in a
just world, racial and gender intolerance, racial prejudice and reflect a higher level of
colorblindness. In other words, higher levels of colorblind racial views are linked to
higher degrees of racial prejudice and confidence in the justice and fairness of society and
institutions (Neville et al., 2000). Neville et al. (2000) cites Schofield's (1986) and
Frankenberg's (1993) for their working definitions and corollaries of colorblind racial
attitudes in the creation of items of CoBRAS. Items also stemmed from the
interdisciplinary literature on colorblindness, consultation with racial attitudes experts,
and informal individual and group discussions with racially diverse undergraduate and
graduate students as well as community members. Half of the items were worded
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negatively to assist in the elimination of potential response biases and the scale's reading
level was determined to be slightly above 6th grade understanding. Participants were 302
college and community members from the Midwestern region where 81% were White.
The three factor structure arose for their clarity in conceptual difference.
Dr. Neville gave consent for CoBRAS to be used in this study. The CoBRAS has
been used in numerous surveys (Evans, 2017; Freeman, 2016; Hachfeld et al., 2015;
Parker-Hart, 2019). According to Neville et al. (2000), construct validity and internal
consistency (α = .86) were satisfactory.
Population and Sample
The study was conducted using purposeful sampling of K-12 teachers from two
public school districts in Northeast suburbs. Purposeful sampling was utilized due to the
situational settings of participants schools (Taherdoost, 2016). The sample was taken
from a population of elementary, middle and high school teachers. While located in the
suburbs, the schools model a suburban-urban culturally diverse system, structuring its
systems reflective of challenges faced by large urban minority school districts. Districts
were selected based on their accountability status on ESSA’s meter of students’
performance. According to ESSA, schools are classified into one of three categories: In
Good Standing, a Comprehensive Support and Improvement (CSI) school, or a Targeted
Support and Improvement (TSI) school. This classification system is all about achieving
equity towards improving student performance. Accountability status for both schools
were CSI and TSI respectively which makes them eligible for additional support towards
students’ progress.
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The first participating school district consists of over 400 employed school
teachers for the 2019-2020 school year and currently serves more than 7,000 students in
10 schools. Student demographics compose approximately 24% Black or African
American, 73% Hispanic or Latino, and 3% White and other races. The racial
composition of the teacher population of the participating school district in the 2019–
2020 school year was 30% White, 41% African American and 16% Hispanic. Of this
population 13% declined to reveal information about their race.
The second participating school district is comprised of four elementary schools,
one middle and one high school providing educational services to 5,521 students for the
2019-2020 school year. The student body consists of 59% White, 25 % Hispanic and 9%
Black or Multi-racial. The school district employed 461 teachers in 2019-2020 school
year. Teachers working at this school district for the 2019-2020 school year consists of
459 certified school teachers. Racial composition were 95% White, 4% Hispanic/Latino
and 1% Black/African American.
Voluntary teacher participants for this study consisted of a sample of 195 certified
in-service teachers, all actively teaching at the time of the study (Table 1). The first
district consists of 129 (White teachers (n = 29)) participants and 66 (White teachers (n =
63)) participants came from the second participating district.
Table 1
Demographic Characteristics of In-Service Teacher Participants (N=195)
Variable
Total N
Gender
Male
Female
Race

N
195

%
100

58
137

29.7
70.3
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White
Black or African American
Hispanic or Latino
Elementary Teachers
Content (Secondary Teachers)
Arts
Math
Science
Technology
Years of Teaching
0-3
4-10
11-15
16-20
21-30
>30
Teachers Age
21-25
26-30
31-40
41-50
51-60
>60

92
64
39
56

47.2
32.8
20.0
28.7

60
44
20
15

30.8
22.6
10.3
7.7

11
41
23
23
78
19

5.6
21
11.8
11.8
40
9.7

5
18
30
59
53
30

2.6
9.2
15.4
30.3
27.2
15.4

Procedures for Collecting Data
The data for this study was gathered through email using a survey instrument
prepared with the Google Forms application. The survey was completed by the
participants, and the findings was digitally returned to the researcher when completed.
Surveys were sent to all teachers in the district(s) via a link through district emails along
with an invitation letter from the researcher. The accompanied letter affirmed teachers’
consent of the completion of the survey and non-consequential actions for refusing to
complete the survey. Participants responded through their school email. Personal
anonymity was guaranteed to participants, therefore no identifying information about
them was gathered.
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The researcher gained approval from St. John’s University Institutional Review
Board to conduct this study, along with written support from both superintendents and
president of the district(s) union of their participation and acknowledgement in the
dissemination of the survey items. Permission was also granted by superintendents to
utilize system wide email addresses for the purpose of gathering data for this study. Once
participants completed the items, the data was uploaded to SPSS for analysis. Participants
were also asked to provide demographic information relating to length of service, age,
ethnicity and grade level taught. The online survey consisted of 67 total questions divided
into three sections: teacher demographics, Culturally Responsive Teaching Self-efficacy
Scale (CRTSE) and Color-blind Racial Attitude Scale (CoBRAS).
Data Collection
Teachers who decided to be a part of the survey utilized the online tool (Google
Forms) accessible for one month. This time frame was reasonably short enough to limit
the effects of unintended variables on this research. Reminders were sent out via emails.
At the conclusion of this period, the researcher generated three outputs from participants’
responses: Demographic data, cultural efficacy (levels1-4) and CoBRAS score with three
factors of unawareness of racial issues. The responses were exported to an Excel
spreadsheet for formatting then transferred to SPSS for analysis. The total and sub-scores
for participating teachers’ responses to each section of the instruments were tabulated.
The data was cleaned for missing values and inaccuracies. Then, descriptive and
inferential statistics (Welch’s ANOVA and 2-way ANOVAs) were conducted.
Data Analysis
The following statistical analyses were performed for each study question:
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For each research question (RQ1- 4) the statistical analyses included group comparisons
using Welch’s ANOVA to examine the effect of the independent variable (Race) on the
dependent variable (Racial attitude). Following which, a series of 2-Way ANOVAs tests
were performed to examine teachers’ racial attitude by subject matter and cultural
efficacy (CRTSE) levels, separately for each of the three teachers’ ethnic group: White,
Hispanic/ Latino, African American/ Black. Both the main and interaction effects of the
independent variables were examined.
The sequential use of Welch’s ANOVA and 2-way ANOVA was chosen as the
procedure of choice, instead of 3-way ANOVA, due to results of tests for normality and
homogeneity. Levene’s test showed that there was unequal variances in the dependent
variable (CoBRAS) across the three race groups F(2,192) = 21.619, p < .001. ShapiroWilk’s test also showed that there was non-normality in the data (W(195) = .121, p
<.001). Researchers have shown that the ANOVA tests, including the classic ANOVA
and Welch’s ANOVA, are “robust” for distributions that are not quite normal. Gamst et
al. (2008) in their text state that the ANOVA is considered to be resilient or robust to
departures from normality. However, Tomarken and Serlin (1986) cautions of the
ANOVAs robustness to variance heterogeneity for unequal sample sizes. The researchers
cite both Welch (1951) and Brown and Forsythe (1974) as two parametric procedures
suitable for variances which are heterogeneous. Tomarken and Serlin (1986) further
advances the Welch test as most suitable when both sample sizes and variances are
unequal. Thus the decision was made to perform Welch’s ANOVA to analyze the
differences in racial attitudes (CoBRAS) between the three teacher ethnicity groups,
followed by splitting the data file based by race, and performing 2-Way ANOVA to

96

examine the effect of cultural efficacy (CRTSE) and subject matter on the teachers’ racial
attitude.
A series of 2-Way ANOVA test was performed to examine teachers’ racial
attitude by subject matter (Science, Technology, Arts, Math, Elementary) and cultural
efficacy (CRTSE) levels (level 1 (58-78.29), level 2 (78.3-87.32), level 3 (87.33-92.93),
level 4 (92.94-100)), separately for each of the three teachers’ ethnic group: White,
Hispanic/ Latino, African American/ Black. Each level of teachers’ CRTSE groups was
determined by the box plot quartiles analysis in SPSS. Level 1 (58-78.29) were teachers
whose score were within the first 25th percentile of the data (CRTSE total scores) and
level 4 (92.94-100) were those teachers whose scores fell at or beyond the 75th percentile.
Level 2 to level 3 represented the interquartile range where 50% of teachers CRTSE
scores fell.
Two-way ANOVA was chosen as the inferential statistic test of choice despite
that Shapiro-Wilk tests indicated non-normality in CoBRAS scores for White (W(92) =
.121, p = .002), Hispanic/ Latino (W(39) = .177, p =.004), and African American Black
teachers (W(64) = .152, p <.001). However, statistical literature warns against statistical
tests to evaluate assumptions and advocates graphical tools (Draper & Smith, 1998;
Montgomery & Peck, 1992; Quinn & Keough, 2002). La¨a¨ ra¨ (2009) gives several
reasons for not applying preliminary tests for normality, including most statistical
techniques based on normal errors are robust against violation; for larger data sets the
central limit theory implies approximate normality. Central limit theorem is applicable to
this focus of normality since it relates to large random samples (usually n > 30) and states
that the means of large samples is approximately normally distributed regardless of

97

whether the source population is normal or skewed. Hence instead of relying on
normality test p values, Q-Q plots were used to visually decide if the distribution was
normal or not.
The assumption of normality can be concluded since the sample size of this study
(N = 195) is large for comparison for assumption of normality using central limit theorem
and Q-Q plots visually show the distribution of data to be close to normal. Visual
inspection of the Q-Q plot for each of the three races (Figure 2 to Figure 4) shows that
most of the values are on, or close to the line, hence the distribution of CoBRAS scores is
fairly normal because the values are evenly aligned with the standard normal variate.
Figure 2
Q-Q Plots of Racial Attitude (CoBRAS) for White Teachers
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Figure 3
Q-Q Plots of Racial Attitude (CoBRAS) for African American/Black Teachers

Figure 4
Q-Q Plots of Racial Attitude (CoBRAS) for Hispanic/Latino Teachers
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The assumption for homogeneity of variance was assessed with Levene’s test. In
cases of non-normality in data, as it was in this study, the median was chosen as the best
choice to interpret the results of Levene’s tests. When the under-lying distributions are
non-normal, the Levene statistic's estimate of the mean for each group should be replaced
by a more robust estimate of central positions (Brown & Forsythe, 1974). According to
Brown and Forsythe (1974) the median is a “more robust estimate of central locations”
and can be used as “alternates to the mean in the calculation of absolute deviations” (p.
364). Brown and Forsythe (1974) suggests that the Levene statistics should be computed
with the median, a more robust estimate of central location, instead of the mean.
Following this recommendation (Brown & Forsythe, 1974; Nordstokke et al., 2011),
median-based Levene’s test was chosen as the most reliable statistics when testing equal
variances for the distribution of the dependent variable (CoBRAS) for each of the three
teacher ethnicity groups: White, Black, and Hispanic. The assumption for homogeneity
was met for White teachers (F(17, 73) = 1.208, p = .280), African American/ Black
teachers (F(11, 46) = .846, p = .597) and Hispanic/ Latino teachers (F(8, 25) = .743, p =
.654).
Research Questions
Table 2 presents the dependent and independent variables for each of the four
research questions, along with the inferential statistics that was performed.
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Table 2
Variables and Inferential Statistics for each Research Question
Type

Variable

Research
Questions
RQ1

DV

IV

CoBRAS

Race
Subject
CRTSE
Levels
Race
Subject
CRTSE
Levels
Race
Subject
CRTSE
Levels
Race
Subject
CRTSE
Levels

RQ2

Unawareness of
Racial Privilege

RQ3

Unawareness of
Institutional
Discrimination

RQ4

Unawareness of
Blatant Racial
Issues

Inferential
statistics

Welch
ANOVA, TwoWay ANOVAs
Welch
ANOVA
Two-Way
ANOVAs
One-Way
ANOVA
Two-Way
ANOVAs
Welch
ANOVA, TwoWay ANOVAs

For RQ1 a Welch’s ANOVA was conducted to compare the mean scores of racial
attitude (CoBRAS) by teachers' race. (White, n = 92; Hispanic/ Latino, n = 39; and
African American or Black, n = 64) followed by 2-Way ANOVAs to examine the main
and interaction effects of teachers’ cultural efficacy (CRTSE) and subject matter on their
racial attitude. The self-reported CRTSE scores were grouped into four levels (level 1
(58-78.29), level 2 (78.3-87.32), level 3 (87.33-92.93), level 4 (92.94-100)) and the
participating teachers’ subject content included 5 disciplines (Science, Technology, Arts,
Math, Elementary). Prior to running the analysis, the screened data showed no coding
errors or missing values for both independent and dependent variables. Independence of
observations assumption was met since each participant was a member of only one group.
There were no outliers as was determined by converting the dependent variable scores to
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z scores for each group. An alpha level of .05 was chosen for both the Welch’s ANOVA
and 2-Way ANOVAs. For RQ2, a Welch’s ANOVA was conducted to compare the mean
scores of Unawareness of Racial Privilege (CoBRAS factor 1) by teachers' race. (White,
n = 92; Hispanic/ Latino, n = 39; and African American or Black, n = 64). Two-way
between-Subject ANOVAs were then conducted to examine the main and interaction
effects of teachers’ cultural efficacy (CRTSE) and subject matter on their racial attitude
(CoBRAS factor 1). The self-reported CRTSE scores were grouped into four levels (level
1 (58-78.29), level 2 (78.3-87.32), level 3 (87.33-92.93), level 4 (92.94-100)) and the
participating teachers’ subject content included 5 disciplines (Science, Technology, Arts,
Math, Elementary).
Prior to running the analysis, the screened data showed no coding errors or
missing values for both independent and dependent variables. Independence of
observations assumption was met since each participant was a member of only one group.
There were no outliers as was determined by converting the dependent variable scores to
z scores for each group. Shapiro-Wilk tests indicated non-normality in CoBRAS factor
1scores for White (W(92) = .969, p = .027) teachers and normality for Hispanic/ Latino
(W(39) = .954, p =.113), and African American Black teachers (W(64) = .693, p <.055).
Assumption of normality can be concluded using central limit theorem and QQ plots
which show the distribution of data to be close to normal.
Homogeneity of variances for CoBRAS factor 1 scores as assessed by Levene’s
Test of Homogeneity of Variance showed a significant value (F(2, 192) = 12.760, p <
.001). As such, the Welch’s F test was used to determine whether there were any
statistically significant differences among the means of Unawareness of Racial Privilege
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of the three groups (Moder, 2010; Tomarken & Serlin, 1986). For the series of two-way
ANOVAs, Levene’s test was not significant for African American/ Black teachers (F(11,
46) = .930, p = .521), but significant for White teachers (F(17, 73) = 3.105, p < .001) and
Hispanic/Latino teachers, F(8,25) = 3.682, p = .006, thus, median-based Levene’s test
was chosen as the most reliable statistic (Brown & Forsythe, 1974; Nordstokke et al.,
2011). The assumption for homogeneity was met for White teachers (F(17, 73) = 1.598, p
= .087) African American/ Black teachers and Hispanic/ Latino teachers (F(8, 25) = .909,
p = .525). An alpha level of .05 was chosen for both the Welch’s ANOVA and 2-Way
ANOVAs.
For RQ3, a one-way between- subject ANOVA was conducted to compare the
mean scores of Unawareness of Institutional Discrimination (CoBRAS factor 2) by
teachers' race. (White, n = 92; Hispanic/ Latino, n = 39; and African American or Black,
n = 64) followed by a 2-Way ANOVAs to examine the main and interaction effects of
teachers’ cultural efficacy (CRTSE) and subject matter on their Unawareness of
Institutional Discrimination. The self-reported CRTSE scores were grouped into four
levels (level 1 (58-78.29), level 2 (78.3-87.32), level 3 (87.33-92.93), level 4 (92.94100)) and the participating teachers’ subject content included 5 disciplines (Science,
Technology, Arts, Math, Elementary). Prior to running the analysis, the screened data
showed no coding errors or missing values for both independent and dependent variables.
The dependent variable, Unawareness of Institutional Discrimination, was continuous
and showed no outliers as observed by the box plot and z scores for each group. ShapiroWilk tests indicated non-normality in CoBRAS factor 2 scores for White (W(92) = .934,
p < .001) teachers and African American Black teachers (W(64) = .938, p =.003).
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Normality was noted for Hispanic/ Latino teachers (W(39) = .949, p =.078). Assumption
of normality can be concluded using central limit theorem and Q-Q plots which show the
distribution of data to be close to normal. There was homogeneity of variances as shown
by the non-significant result on the Levene’s Test, F(2,192) = 1.399, p = .249. For the
series of two-way ANOVAs Levene’s test was not significant for African American/
Black teachers (F(11, 46) = 1.976, p = .053) or White teachers (F(17, 73) = .853, p =
.629). Hispanic/Latino teachers produced a significant Levine score (F(8, 25) = 5.784, p
< .001), thus, median-based Levene’s test was chosen as the most reliable statistic
(Brown & Forsythe, 1974; Nordstokke et al., 2011). The assumption for homogeneity
was met for White teachers, African American/ Black teachers and Hispanic/ Latino
teachers (F(8, 25) = 1.961, p = .095). An alpha level of .05 was chosen for both the oneway ANOVA and 2-Way ANOVAs.
For RQ4, a Welch’s ANOVA was conducted to compare the mean scores of
Unawareness of Blatant Racial Issues by teachers' race (CoBRAS factor 3). (White, n =
92; Hispanic/ Latino, n = 39; and African American or Black, n = 64). This was followed
by a series of two-way between-Subject ANOVAs to examine the main and interaction
effects of teachers’ cultural efficacy (CRTSE) and subject matter on their racial attitude
(CoBRAS factor 3) for each race of teachers. Self-reported CRTSE scores were grouped
into four levels (level 1 (58-78.29), level 2 (78.3-87.32), level 3 (87.33-92.93), level 4
(92.94-100)) and the participating teachers’ subject content included 5 disciplines
(Science, Technology, Arts, Math, Elementary). Both independent and dependent
variables were screened for miscoded or missing values and independence of observation
was noted for each independent variable. The dependent variable, Unawareness of

104

Blatant Racial Issues, was continuous and showed no outliers as observed by the box plot
and z scores for each group.
Shapiro-Wilk tests indicated non-normality in CoBRAS factor 3 scores for White
(W(92) = .850, p < .001) teachers, African American Black teachers (W(64) = .867, p <
.001) and Hispanic/ Latino teachers (W(39) = .849, p <.001). Despite the normality test p
values, assumption of normality can be concluded using central limit theorem and Q-Q
plots which show the distribution of data to be close to normal.
Homogeneity of variances for CoBRAS factor 3 scores as assessed by Levene’s
Test of Homogeneity of Variance showed a significant value, F(2, 192) = 6.157, p = .003.
As such, the Welch’s F test was used to determine whether there were any statistically
significant differences among the means of Unawareness of Blatant Racial Issues of the
three groups (Moder, 2010; Tomarken & Serlin, 1986). For the series of two-way
ANOVAs Levene’s test was significant for African American/ Black teachers ((F(11, 46)
= 2.990, p = .004), White teachers (F(17, 73) = 5.374, p < .001) and Hispanic/Latino
teachers (F(8,25) = 4.287, p = .002), thus, median-based Levene’s test was chosen as the
most reliable statistic (Brown & Forsythe, 1974; Nordstokke et al., 2011). The
assumption for homogeneity was met for White teachers (F(17, 73) = 1.208, p = .280),
African American/ Black teachers (F(11, 46) = .846, p = .597) and Hispanic/ Latino
teachers (F(8, 25) = .743, p = .654). An alpha level of .05 was chosen for both the
Welch’s ANOVA and 2-Way ANOVA.
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CHAPTER 4: INTRODUCTION
This chapter presents the results on the four research questions of this study. In
the first section, the Welch’s test results on racial attitude (CoBRAS) of teachers of
different race groups are presented, followed by 2-way ANOVAs results on the main and
interaction effects of teachers’ subject matter and cultural efficacy (CRTSE) on teachers’
racial attitude. In the second section, the Welch test results show teachers Unawareness
of Racial Privilege (CoBRAS factor 1) of teachers race groups followed by 2-way
ANOVAs results on the main and interaction effects of CTRSE and subject on CoBRAS
factor 1. Section three presents the one-way ANOVA results for teachers Unawareness of
Institutional Discrimination (CoBRAS factor 2) by race group followed by 2-way
ANOVAs for main and interaction effect of CRTSE and subject for each race group.
Teachers Unawareness of Blatant Racial Issues (CoBRAS factor 3) by teachers' race is
presented in the final section of this chapter. The Welch’s test results on CoBRAS factor
3 is shown followed by results of two-way ANOVAs on the main and interaction effects
of teachers’ subject matter and CRTSE on CoBRAS factor 3.
The goal of this study was to examine teachers' racial beliefs by looking at their
colorblind racial attitudes and the potential relationships between these attitudes and
certain teacher demographics, such as teachers’ race, academic content, and self-efficacy
in culturally responsive teaching. The previous chapters presented outlined the rationale
and research-based literature foundation of this study. This chapter begins with the
descriptive statistics of the conclusions based on the survey responses, the study findings
are then displayed beside each research question. The data acquired from this study is
presented to inform and test the researcher's research questions, as well as to frame the
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analysis of the findings mentioned in Chapter Five. To aid in the presenting of
information, tables are referred to throughout the chapter.
Results/Findings
In-service teachers from two school districts in Eastern New York participated in
this study. The study excluded 14 participants who chose “other” as their race since race
was used as one of the predictors for this study. The participants in the study consisted of
195 teachers representing 70.3 % (n = 137) female and 29.7% male. Teachers selfidentified as White were 47.2% (n = 92), Black or African American were 32.8% (n =
64) and Hispanic or Latino were 20.0% (n = 39). With regards to Academic content
(Subject), 60 or 30.8 % taught the Arts, 56 or 28.7% taught at the Elementary level, 44 or
22.6% taught Math, 20 or 10.3% taught Science and 15 or 7.7% taught Technology.
When disaggregated by Number of years in the teaching profession, 40% (78) taught for
21-30 years, 21% (41) for 4-10 years,11.8% or 23 represented ranges of 11-15 and 16-20
teaching years, 9.7% of teachers taught for more than 30 years and 5.6% of teachers
taught for 0-3 years. With respect to age, teachers between the ages of 41-50 were 30.3%
(59), ages of 51-60 were 27.2% (53), age range of 31-30 and over 60 both represented
15.4% (30). Teachers in the age range of 26-30 were 9.2 % (18) and 21-25 age range
were 2.6%.
Descriptive Statistics
The descriptive statistics of the replies from teachers who completed the CRTSE
and CoBRAS surveys are presented here. The mean and standard deviation of CoBRAS
total and each of its factor; Unawareness of Racial Privilege (CoBRAS factor 1),
Unawareness of Institutional Discrimination (CoBRAS factor 2) and Unawareness of
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Blatant Racial Issues (CoBRAS factor 3) are depicted in Table 3 descriptive data. On the
41 items, the CRTSE assessed in-service teachers' (N =195) self-perceptions of their
ability to use culturally responsive teaching strategies. In-service instructors with high
CRTSE scores had a higher sense of efficacy toward certain instructional practices linked
with culturally responsive teaching. Participants in this study had CRTSE scores ranging
from 2430 to 4100, with a mean of 3481.81 (SD = 430.710). On a 100-point scale, the
overall mean on the CRTSE measure was 84.91 (SD = 10.495), indicating that teachers
are reasonably confident in their abilities to apply culturally responsive teaching
approaches. Additionally, CRTSE scores was computed into quartiles for transformation
into a categorical IV. Level 1 (58-78.29) were teachers whose score were within the first
25th percentile of the data (CRTSE total scores), level 2 (78.3- 87.32), level 3 (78.387.32) and level 4 (92.94-100) were the other percentile groups.
Table 3
Descriptive Statistics for CoBRAS and CRTSE Total
Type
Criterion

Variable
Mean
SD
CoBRAS Total
54.20
19.318
Factor1
21.54
9.139
Factor2
20.50
7.446
Factor3
12.16
5.972
Predictor
CRTSE Total
84.91
10.495
Results of this analysis for CoBRAS were M = 54.2.0, SD = 19.318. The total

scores on the CoBRAS scale ranged from 25 to 111. The means for each factor of the
Colorblind score were: Unawareness of Racial Privilege (M = 21.54, SD = 9.139)
(CoBRAS factor 1), Unawareness of Institutional Discrimination (M = 20.50, SD =
7.446) (CoBRAS factor 2), and Unawareness of Blatant Racial Issues (M = 12.16, SD =
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5.972) (CoBRAS factor 3). The means and standard deviations of Racial Attitude
(CoBRAS) and each factor by Race is represented in Table 4.
Factors that Affect Teachers’ Racial Attitude
RQ1: Will there be differences in the racial attitude between teachers of different
race, academic subject and self-efficacy in providing culturally responsive instruction?
H01: There will be no significant main and interaction effects of teachers’ race,
academic subject and self- efficacy in providing culturally responsive instruction on their
racial attitude.
A One-way Analysis of Variance (ANOVA) and three two-way ANOVAs were
used to test the null hypothesis of each research question (RQ1 to RQ4). An alpha level
of .05 was chosen to test for significance.
Differences in Racial Attitude between Teachers of Different Race
Table 4
Means and Standard Deviations of Color Blind Racial Attitude by Race
Race

n

African64
American/Black

CoBRAS
Total
M
SD
44.72 11.811

CoBRAS
Factor 1
M
SD
14.97 4.840

CoBRAS
Factor 2
M
SD
18.97 6.233

CoBRAS
Factor 3
M
SD
10.78 4.431

Hispanic/Latino

39

49.59 15.813 20.82

8.191 17.41 6.504 11.36 5.329

White

92

62.75 21.175 26.41

8.900 22.88 7.899 13.46 6.876

The one-way ANOVA revealed a significant main effect, Welch’s F(2, 100.580) =
22.927, p < .001. The estimated omega squared (ω2 = .098), indicated that approximately
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9.8% of the total variation in the average scores on teachers’ measure of racial attitude is
attributable to differences between the three races of teachers (Table 5). This corresponds
to a medium effect size (Privitera, 2018, p. 564). Post hoc comparisons using GamesHowell post hoc procedure were conducted to determine which pairs of the three race
means differed significantly. These results indicated that White teachers had a
significantly higher mean score on the measure of colorblind racial attitude (CoBRAS
total) (MD = 18.031, SE = 2.656, p < .001) than African American/Black teachers, as
well as compared to Hispanic/Latino teachers (MD = 13.160, SE = 3.359, p < .001). The
analysis showed a non-significant statistical mean difference for Hispanic/Latino teachers
(MD =4.871, SE = 2.931, p = .228) and African-American/ Black teachers. The effect
sizes for the two significant effects, as indexed by Cohen’s d, were 1.05 and 0.70. Post
hoc results for CoBRAS score by teachers’ race are presented in Table 6.
Table 5
One-Way Analysis of Variance of Racial Attitude by Teachers’ Race
SS

df

MS

F

p

ω2

Between
13307.577
Groups
Within
59091.623
Groups
Total
72399.200
Note: ***p < .001

2

6653.788

b

.001***

.098

100.580

307.769

Source

b

22.927

194

Welch’s F reported.

Table 6
Post Hoc Results for CoBRAS Scores by Teachers’ Race
Race

Mean

SD

Mean Differences (Xi− (Xj)
(Effect Sizes are indicated in parentheses)
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1. White
2. African
American/Black
3. Hispanic/
Latino

62.75
44.72

21.175
11.811

49.59

15.813

1
-18.031***
(1.05)
13.160***
(.70)

2

3

-4.871

--

Note: ***p < .001
Differences in Racial Attitude between Teachers of Different Race by CRTSE and
Subject
A series of two-way ANOVAs were used to examine teachers’ racial attitude by
subject matter and cultural efficacy (CRTSE) levels separately for each of the three
teachers’ ethnic groups: White, African American/Black, Hispanic /Latino. The CRTSE
levels ((level 1 (58-78.29), level 2 (78.3-87.32), level 3 (87.33-92.93), level 4 (92.94100) and subject matter (Science, Technology, Arts, Math, Elementary) were used to
report the main and interaction effects on teachers racial attitude (CoBRAS) grouped by
teachers’ ethnicity (Table 7).
An alpha level of .05 was chosen to test for significance.
The two-way ANOVA for White teachers showed that there were no statistically
significant differences among the groups. CoBRAS total score were not statistically
significant between different CRTSE levels (F(3, 73) = .827, p = .483), teachers Subject
(F(4, 73) = .514, p = .726) or the interaction of CRTSE and Subject (F(11, 73) = 1.423, p
= .181). The two-way ANOVA for African-American/ Black teachers showed that there
was a statistically significant differences among the groups as shown in Table 8. There
was a significant main effect of CRTSE levels (F(3, 46) = 2.968, p < .042) with an effect
size of η2 = .162 which is medium (Privitera, 2018). A significant main effect concludes
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that there is a significant difference amongst the levels of CRTSE for African American/
Black teachers.
Table 7
Descriptive Statistics for CoBRAS by CRTSE and Subjects for teachers by Race

n

1
Mean
(SD)

CRTSE Levels
2
n
Mean
n
(SD)

3
Mean
(SD)

n

4
Mean
(SD)

White
Science

3

67.00
(7.211)
Tech
3
80.00
(9.644)
Arts
10 62.20
(22.100)
Math
5
62.60
(16.2270
Elementary 8
58.13
(28.417)
African American/ Black
Science
2
38.50
(2.121)
Tech
1
53.00
Arts
6
44.83
(19.271)
Math
2
39.50
(4.950)
Elementary 7
51.14
(11.172)
Hispanic/ Latino
Science
Tech
Arts
1
32.00
Math
1
61.00
Elementary -

7
4
5
10
3

1
4
6
4

2
1
2

58.29
(17.988)
69.25
(25.105)
45.60
(11.327)
60.90
(14.441)
54.67
(14.012)

1

58.00
47.50
(11.846)
56.67
(15.449)
53.00
(7.439)

1

72.00
(16.971)
31.00
54.50
(16.263)

3
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2
11
3
4

6
1
5

3
4
5

30.00
55.00
(.000)
74.36
(30.503)
69.00
(30.348)
54.00
(1.155)

-

39.00
41.17
(7.521)
38.00
38.40
(4.278)

1

37.00
(12.166)
47.67
(13.868)
62.00
(1.414)
57.60
(28.711)

1

3
2
4
4

1
8
2
6

1
2
5
8

46.00
(.000)
62.50
(3.5360
73.00
(21.741)
77.50
(24.839)
53.00
31.00
33.13
(3.871)
49.50
(16.263)
43.67
(4.082)
38.00
46.00
37.50
(7.778)
46.60
(13.867)
46.88
(6.875)

Note: CRTSE levels; level 1= 58-78.29; level 2 = 78.3-87.32; level 3 = 87.33-92.92;
level 4 = 92.94-100
Post hoc analyses were then performed using Sidak to determine which groups
were statistically significantly different from each other. There was a significant
difference in CoBRAS between teachers who score in level 2 (78.3-87.32) of CRTSE
compared to level 3 (87.33-92.93) (MD = 14.650, SE = 5.350, p = .009). There was also a
statistically significantly difference in teachers CRTSE score of level 3 (87.33-92.93) and
CRTSE scores of level 4 (92.94-100) (MD = 11.733, SE = 4.951, p = .022). There was no
significant difference between the other groups. The two-way ANOVA for Hispanic/
Latino teachers showed that there were no statistical significant interaction or main
effects of the predictor variables on racial attitude scores. CoBRAS total score were not
statistically significant between different CRTSE levels (F(3, 25) = .678, p = .573),
teachers Subject (F(4, 25) = .587, p = .675) or the interaction of CRTSE and Subject
(F(6, 25) = 1.496, p = .220). Table 8 presents the results from each two-way ANOVA
testing mean differences by race.
The null hypothesis regarding the effect of teacher’s race and cultural selfefficacy on racial attitude can be rejected based on the significant difference in racial
attitude between teachers of different races (Welch’s F(2, 100.580) = 22.927, p < .001).
The null hypothesis regarding the effect of teacher’s cultural self-efficacy (CRTSE) can
also be rejected based on its significant effect on African American/Black teacher’s racial
attitude (F(3, 46) = 2.968, p < .042).
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Table 8
Two-Way Analysis of Variance of Racial Attitude (CoBRAS) by Teachers’ Cultural
Efficacy and Subject Specialty
Race
White Teachers

AfricanAmerican/Black
Teachers

Hispanic/Latino
Teachers

Predictors
CRTSE
Subject
CRTSE *
Subject
Error
Corrected
Total
a
CRTSE

Subject
CRTSE *
Subject
Error
Corrected
Total
CRTSE
Subject
CRTSE *
Subject
Error
Corrected
Total

F
.827
.514
1.423

p
.483
.726
.181

η2

337.017

2.968

.042*

.162

4
10

80.406
115.070

.708
1.013

.591
.447

5223.765
8788.938

46
63

113.560

463.826

3

154.609

.678

.573

535.439
2045.836

4
6

133.860
340.973

.587
1.496

.675
.220

5596.942
9501.436

25
38

227.878

SS
1102.338
912.742
6954.087

df
3
4
11

MS
367.446
228.185
632.190

32438.666
40801.250

73
91

444.365

1011.050

3

321.624
1150.701

Note: *p < .05
a

Multiple comparisons were made using Sidak HSD test.

Factors that affect Unawareness of Racial Privilege in Teachers
RQ2: Will there be differences in unawareness of racial privilege between
teachers of different race, academic subject and self-efficacy in providing culturally
responsive instruction?
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H02: There will be no significant main and interaction effects of teachers’ race,
academic subject and self- efficacy in providing culturally responsive instruction on
their unawareness of racial privilege.
For RQ2, the Welch’s F test was used to determine whether there were any
statistically significant differences among the means of Unawareness of Racial
Privilege between the three groups of races of teachers (Moder, 2010; Tomarken &
Serlin, 1986). The result was significant, Welch’s F(2, 94.045) = 54.485, p < .001.
The estimated omega squared (ω2 = .35), indicated that approximately 35% of the
total variation in the average scores on teachers’ measure of Unawareness of Racial
Privilege is attributable to differences between teachers’ race which corresponds to a
large effect size (Privitera, 2018, p. 564). Table 9 presents the result for the one-way
ANOVA for teachers’ race on Unawareness of Racial Privilege (CoBRAS factor 1).
Post hoc analyses using the Games-Howell test indicated that there were statistical
significant mean differences between the three groups. These results indicated that
White teachers had a significantly higher mean score on the measure of Unawareness
of Racial Privilege (CoBRAS factor 1) than African American/Black teachers (MD =
11.444, SE = 1.108, p < .001) as well as Hispanic/ Latino teachers (MD = 5.593, SE =
1.607, p < .001). Additionally, Latino teachers had a significantly higher average
score on the measure of Unawareness of Racial Privilege (CoBRAS factor 1) than
African American/Black teachers (MD = 5.852, SE = 1.444, p = .002). The effect
sizes for these three significant effects, as indexed by Cohen’s d, were 1.60, 0.65 and
0.87. Post hoc results for CoBRAS factor 1 score by teachers’ race are presented in
Table 10.
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Table 9
Ove-Way Analysis of Variance of Unawareness of Racial Privilege by Teachers’ Race
Source
SS
Between
4968.476
Groups
Within
11233.985
Groups
Total
16202.462
Note: ***p <.001
a
Welch’s F reported.

df
2

MS
521.845

94.045

50.578

F
a
54.845

p
.001***

ω2
.35

194

Table 10
Post Hoc Results for Unawareness of Racial Privilege Scores by Teachers’ Race
Race

Mean

1. White
26.41
2. African
14.97
American/Black
3. Hispanic/Latino 20.82

SD

8.900
4.840
8.191

Mean Differences (Xi− (Xj)
(Effect Sizes are indicated in parentheses)
1
2
3
-11.444***
-(1.60)
5.593***
5.852**
-(.65)
(.87)

Note:**p <.01,*** p <.001
Two-way Analysis of Variance of Unawareness of Racial Privilege by Teachers
CRTSE and Subject
A series of two-way between-Subject ANOVAs were used to examine teachers’
Unawareness of Racial Privilege (CoBRAS factor 1) separately for each of the three
groups of race (White, n = 92; Hispanic/ Latino, n =39; and African American or Black, n
=64) by CRTSE scores across four groups (level 1 (58-78.29), level 2 (78.3-87.32), level
3 (87.33-92.93), level 4 (92.94-100)) and Subject (Science, Technology, Arts, Math,
Elementary). The main and interaction effect of subject matter and cultural efficacy
(CRTSE) levels on CoBRAS factor 1 are reported below, grouped by teachers’ race.
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Table 11
Descriptive Statistics for Unawareness of Racial Privilege by CRTSE and Subjects for
Teachers by Race

n
White
Science

1
Mean
(SD)

n

CRTSE Levels
2
Mean
n
(SD)

3

3
Mean
(SD)

n

4
Mean
(SD)

26.00
7
24.29
1
12.00
(3.000)
(7.477)
Tech
3
30.33
4
28.75
2
22.00
3 17.00
(1.528)
(8.958)
(.000)
(.000)
Arts
10
24.90
5
20.20
11 31.00
2 31.50
(10.939)
(4.087)
(10.909)
(14.849)
Math
5
26.60
10
28.10
3
26.00
4 33.50
(7.127)
(8.7240
(8.660)
(8.347)
Elemen 8
23.87
3
23.33
4
24.50
4 32.50
tary
(10.882)
(8.9630
(.577)
(8.813)
African American/ Black
Science 2
10.50
1
26.00
1
17.00
1 17.00
(4.950)
Tech
1
20.00
1 11.00
Arts
6
15.33
4
16.00
6
11.33
8 11.75
(4.761)
(4.761)
(3.670)
(4.432)
Math
2
17.50
6
14.67
1
16.00
2 18.50
(4.950)
(4.033)
(4.950)
Elemen 7
16.57
4
18.25
5
13.60
6 15.00
tary
(4.077)
(4.2720
(1.517)
(2.449)
Hispanic/Latino
Science 3
17.67
1 22.00
(10.970)
Tech
1 18.00
Arts
1
12.00
2
28.00
3
18.00
2 18.00
(12.728)
(6.557)
(7.071)
Math
1
14.00
1
14.00
4
27.50
5 13.20
(4.123)
(4.604)
Elemen 2
25.00
5
24.80
8 22.13
tary
(2.828)
(13.368)
(5.963)
Note: CRTSE levels; level 1= 58-78.29; level 2= 78.3-87.32; level 3= 87.33-92.92;
level 4 = 92.94-100
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The two-way ANOVA for White teachers showed that there were no statistically
significant differences among the groups. Unawareness of Racial Privilege (CoBRAS
factor 1) were not statistically significant between different CRTSE groups (F(3, 73) =
1.023, p = .384), teachers Subject (F(4, 73) = .956, p = .433) or the interaction of CRTSE
and Subject (F(6, 73) = .912, p = .536). The two-way ANOVA for African American
teachers showed Unawareness of Racial Privilege (CoBRAS factor 1) were not
statistically significant between different CRTSE groups (F(3, 46) = 1.340, p = .273),
teachers Subject (F(4, 46) = 1.757, p = .154) or the interaction of CRTSE and Subject
(F(10, 46) = 1.553, p = .152). The two-way ANOVA for Hispanic/ Latino teachers
showed Unawareness of Racial Privilege (CoBRAS factor 1) were not statistically
significant between different CRTSE groups (F(3, 25) = .433, p = .724), teachers Subject
( F(4, 25) = .419, p = .794) or the interaction of CRTSE and Subject (F(6, 25) = 1.249, p
= .316). Table 12 presents the results from each two-way ANOVA testing mean
differences by race.
The null hypothesis regarding the effect of teachers’ race and cultural selfefficacy on Unawareness of Racial Attitude (CoBRAS factor 1) can be rejected based on
the significant difference in Unawareness of Racial Privilege between teachers of
different races (Welch’s F(2, 94.045) = 54.485, p < .001).
Table 12
Two-Way Analysis of Variance of Unawareness of Racial Privilege by Teachers’
Cultural Efficacy and Subject Specialty
Race
White

Source
CRTSE
Subject

SS
259.844
324.000

df
3
4
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MS
86.616
81.000

F
1.023
.956

p
.384
.433

African
American/Black

Hispanic/Latino

CRTSE *
Subject
Error
Corrected
Total
CRTSE
Subject
CRTSE *
Subject
Error
Corrected
Total
CRTSE
Subject
CRTSE *
Subject
Error
Corrected
Total

926.914

12

77.243

.912

.536

14821.654
16202.462

175
194

84.695

82.386

3

27.462

1.023

.384

144.057
318.282

4
10

36.014
31.828

.956
.912

.433
.536

942.664
1475.937

46
63

20.493

87.472
110.228
493.466

3
4
6

29.157
27.557
82.244

.443
.419
1.249

.724
.794
.316

1646.142
2549.744

25
38

65.846

Factors that affect Unawareness of Institutional Discrimination
RQ3: Will there be differences in unawareness of institutional discrimination between
teachers of different race, academic subject and self-efficacy in providing culturally
responsive instruction?
H03: There will be no significant main and interaction effects of teachers’ race, academic
subject and self- efficacy in providing culturally responsive instruction on their
unawareness of institutional discrimination.
For RQ3, a one-way between- subject ANOVA was conducted to compare the
mean scores of Unawareness of Institutional Discrimination by teachers' race. An alpha
level of .05 was chosen to test for significance.
The mean scores of Unawareness of Institutional Discrimination showed that the
highest mean scores was for White teachers (M = 22.88, SD = 7.889), while Hispanic/
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Latino teachers had the lowest mean score (M = 17.41, SD = 6.504). African American/
Black teachers had the second lowest score (M = 18.97, SD = 6.233). There was a
significant mean difference between the groups, F(2, 192) = 10.318, p < .001, as is shown
in Table 13. The result had an effect size of η2 = .097, which is medium (Privitera, 2018,
p. 564). Post hoc analyses were then performed using Sidak to determine which groups
were statistically significantly different from each other. There was a significant mean
difference in Unawareness of Institutional Discrimination scores between White teachers
and African American/ Black teachers (MD = 3.912, SE = 1.158, p = .003) and between
White teachers and Hispanic/Latino teachers (MD = 5.470, SE = 1.359, p < .001). Results
indicated the comparison between African American/Black teachers and Hispanic/Latino
teachers (MD = 1.558, SE = 1.445, p = .630) were not statistically significant. The effect
sizes for the two significant effects, as indexed by Cohen’s d, were 0.55 and 0.76. Post
hoc results for CoBRAS factor 2 score by teachers’ race are presented in Table 14.
Table 13
Ove-Way Analysis of Variance of Unawareness of Institutional Discrimination by
Teachers’ Race
SS
Between
1043.691
Groups
Within
9711.058
Groups
Total
10754.749
Note: ***p < .001

df
2

MS
521.845

192

50.578

194
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F
10.318

p
.001***

η2
.097

Table 14
Post Hoc Results for Unawareness of Institutional Discriminations Scores by Teachers’
Race
Race

Mean

1.White
22.88
2.African
18.97
American/ Black
3.Hispanic/Latino 17.41

SD

7.899
6.233
6.504

Mean Differences (Xi− (Xj)
(Effect Sizes are indicated in parentheses)
1
2
3
-3.912**
-(.55)
5.470***
1.558
-(.76)

Note:**p < .01,*** p < .001
Two-way Analysis of Variance of Unawareness of Institutional Discrimination by
Teachers CRTSE and Subject
Table 15
Descriptive Statistics for Unawareness of Institutional Discrimination by CRTSE and
Subjects for Teachers by Race

n
White
Science

3

1
Mean
SD

27.33
(7.572)
Tech
3
34.67
(12.702)
Arts
10 24.00
(8.511)
Math
5
22.60
(3.507)
Element 8
21.00
ary
(8.519)
African American/ Black
Science 2
17.00
(9.899)
Tech
1
17.00

n

7
4
5
10
3

1
-

CRTSE Levels
2
Mean
n
SD

3
Mean
SD

20.43
(7.254)
24.50
(9.256)
16.60
(5.128)
20.80
(5.138)
18.33
(2.517)

12.00
22.00
(.000)
26.64
(10.072)
25.00
(12.124)
21.50
(1.732)

22.00
-

1
2
11
3
4

1
-
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12.00
-

n

3
2
4
4

1
1

4
Mean
SD
22.00
(1.732)
20.00
(11.314)
23.25
(10.532)
25.50
(5.447)
25.00
14.00

Arts

6

Math

2

17.17
(7.574)
14.50
(.707)
22.00
(6.880)

Element 7
ary
Hispanic/Latino
Science Tech
Arts
1
13.00
Math
1
26.00
Element ary
-

4
6
4

2
1
2

18.50
(3.512)
25.67
(8.214)
22.50
(5.000)
22.50
(.707)
11.00
18.00
(11.314)

6
1
5

3
3
4
5

20.67
(6.439)
15.00
15.00
(4.243)
10.33
(3.215)
18.67
(5.132)
24.40
(6.189)
16.60
(8.050)

8
2
6

1
1
2
5
8

14.00
(1.852)
21.50
(6.364)
19.50
(3.987)
22.00
18.00
11.00
(2.828)
24.40
(6.189)
14.75
(3.059)

Note: CRTSE levels; level 1= 58-78.29; level 2= 78.3-87.32; level 3= 87.33-92.92; level
4= 92.94-100
A two-way between-Subject ANOVA was conducted to compare mean scores on
a scale measuring levels of teachers’ Unawareness of Institutional Discrimination
(CoBRAS factor 2 scores) for each of the three groups of race (White, n = 92; Hispanic/
Latino, n = 39; and African American or Black, n = 64) on CRTSE scores across four
levels groups (level 1 (58-78.29), level 2 (78.3-87.32), level 3 (87.33-92.93), level 4
(92.94-100) and Subject (Science, Technology, Arts, Math, Elementary). The two-way
ANOVA for White teachers showed Unawareness of Institutional Discrimination were
not statistically significant between different CRTSE groups (F(3, 73) = 2.303, p = .084),
teachers Subject (F(4, 73) = .771, p = .548) or the interaction of CRTSE and Subject
(F(11, 73) = 1.055, p = .409). The two-way ANOVA for African American teachers
showed Unawareness of Institutional Discrimination were not statistically significant
between different CRTSE groups (F(3, 46) = 1.792, p = .162), teachers Subject (F(4, 46)
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= .540, p = .707) or the interaction of CRTSE and Subject (F (10, 46) = 1.484, p = .176).
The two-way ANOVA for Hispanic/ Latino teachers showed Unawareness of
Institutional Discrimination were not statistically significant between different CRTSE
groups (F(3, 25) = .277, p = .841), teachers Subject (F(4, 25) = .217, p =.102) or the
interaction of CRTSE and Subject (F(6, 25) = 1.854, p = .129). Table 16 presents the
two-way ANOVA test for differences between means on IVs for Cobras factor 2 teachers
by race.
The null hypothesis regarding the effect of teacher’s race and cultural self efficacy on Unawareness of Institutional Discrimination can be rejected based on the
significant difference in racial attitude between teachers of different races (F(2, 192) =
10.318, p < .001).
Table 16
Two-Way Analysis of Variance of Unawareness of Institutional Discrimination by
Teachers’ Cultural Efficacy and Subject Specialty
Race
White

African
American/Black

Hispanic/Latino

CRTSE
Subject
CRTSE *
Subject
Error
Corrected
Total
CRTSE
Subject
CRTSE *
Subject
Error
Corrected
Total
CRTSE

SS
420.895
187.849
926.914

df
3
4
11

MS
140.298
46.962
64.932

F
2.303
.771
1.055

p
.084
.548
.409

4448.010
5663.685

73
91

60.932

180.257

3

60.086

1.792

.162

72.347
497.497

4
10

18.087
49.750

.540
1.484

.707
.176

1542.000
2439.937

46
63

33.522

24.302

3

8.101

.277

.841
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Subject
CRTSE *
Subject
Error
Corrected
Total

253.792
325.114

4
6

63.448
54.186

730.483
1607.436

25
38

29.219

2.171
1.854

.102
.129

Factors that affect Unawareness of Blatant Racial Issues in Teachers
RQ4: Will there be differences in unawareness of blatant racial issues between teachers
of different race, academic subject and self-efficacy in providing culturally responsive
instruction?
H04: There will be no significant main and interaction effects of teachers’ race, academic
subject and self- efficacy in providing culturally responsive instruction on their
unawareness of blatant racial issues.
For RQ4, a one-way between- subject ANOVA was conducted to compare the
mean scores of Unawareness of Blatant Racial Issues (CoBRAS factor 3) by teachers'
race. The result was significant, Welch’s F(2, 102.702) = 4.428, p = .014. The estimated
omega squared (ω2 = .034), indicated that approximately 3.4% of the total variation in the
average scores on teachers’ measure of Unawareness of Blatant Racial Issues is
attributable to differences between teachers’ race. This corresponds to a small effect size
(Privitera, 2018, p. 564). Post hoc analyses using the Games-Howell test indicated that
there were statistical significant mean differences between two of the three groups. These
results indicated that White teachers had a significantly higher mean score on the
measure of Unawareness of Racial Privilege (CoBRAS factor 3) than African American/
Black teachers (MD = 2.675, SE = .906, p = .010). Results indicated the comparison
between White teachers and Hispanic/Latino teachers (MD = 2.098, SE = 1.114, p = .150)
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were not statistically significant and Hispanic/Latino teachers compared to African
American/ Black teachers were not statistically significant (MD = .578, SE = 1.017, p =
.838). The effect size for the significant effect, as indexed by Cohen’s d, was 0.46. Post
hoc results for CoBRAS factor 3 scores by teachers’ race are presented in Table 18.
Table 17
Ove-Way Analysis of Variance of Unawareness of Blatant Racial Issues by Teachers’
Race
SS
301.334

Between
Groups
Within
6618.738
Groups
Total
6920.072
Note: *p < .05
a

df
2

MS
150.667

192

34.473

F
a
4.428

p
.014*

η2
.034

194

Welch’s F reported.

Table 18
Post Hoc Results for Unawareness of Blatant Racial Issues Scores by Teachers’ Race
Race

Mean

1.White
13.46
2.African
10.78
American/Black
3.Hispanic/Latino 11.36

SD

Mean Differences (Xi− (Xj)
(Effect Sizes are indicated in parentheses)
1
2
3
6.876 -4.431 2.675*
-(.46)
5.329 2.098
.578
--

Note: p* < .05
Differences in Unawareness of Blatant Racial Issues between Teachers of Different
Race on CRTSE and Subject
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Table 19
Descriptive Statistics for Unawareness of Blatant Racial Issues by CRTSE and Subjects
for teachers by Race

n
White
Science

1
Mean
(SD)

n

CRTSE Levels
2
Mean
n
(SD)

3

3
Mean
(SD)

n

4
Mean
(SD)

13.67
7
13.57
1
6.00
(.577)
(5.062)
Tech
3 15.00
4
16.00
2
11.00
3 7.00
(3.464)
(7.118)
(.000)
(1.732)
Arts
10 13.30
5
8.80
11 16.73
2 11.00
(4.596)
(2.775)
(10.584)
(.000)
Math
5 13.40
10
12.00
3
18.00
4 16.25
(6.045)
(4.110)
(9.644)
(8.958)
Elementary 8 13.25
3
13.00
4
8.00
4 19.50
(9.438)
(5.196)
(2.309)
(11.000)
African American/ Black
Science
2 11.00
1
10.00
1
10.00
1 6.00
(7.071)
Tech
1 16.00
1 6.00
Arts
6 12.33
4
13.00
6
9.17
8 7.38
(4.926)
(6.782)
(1.722)
(2.560)
Math
2 7.50
6
16.33
1
7.00
2 9.50
(.707)
(5.574)
(4.950)
Elementary 7 12.57
4
12.25
5
9.80
6 9.17
(4.429)
(.957)
(1.643)
(3.545)
Hispanic/Latino
Science
3
9.00
1 6.00
(3.606)
Tech
1 11.00
Arts
1 7.00
2
21.50
3
11.00
2 8.50
(4.950)
(4.000)
(2.121)
Math
1 15.00
1
6.00
4
12.25
5 9.00
(1.500)
(5.657)
Elementary 2
11.50
5
16.20
8 10.00
(8.075)
(8.075)
(2.507)
Note: CRTSE levels; level 1= 58-78.29; level 2= 78.3-87.32; level 3= 87.33-92.92;
level 4= 92.94-100
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A two-way between-Subject ANOVA was conducted to compare mean scores on
a scale measuring teachers’ Unawareness of Blatant Racial Issues (CoBRAS factor 3
scores) for each of the three groups of race (White, n = 92; Hispanic/ Latino, n = 39; and
African American or Black, n = 64) on CRTSE scores across four groups (level 1 (5878.29), level 2 (78.3-87.32), level 3 (87.33-92.93), level 4 (92.94-100) and Subject
(Science, Technology, Arts, Math, Elementary). The two-way ANOVA for White
teachers showed Unawareness of Blatant Racial Issues (CoBRAS factor 3) were not
statistically significant between different CRTSE groups (F(3, 73) = .192, p = .901),
teachers Subject (F (4, 73) = .517, p = .723) or the interaction of CRTSE and Subject
(F(11, 73) = 1.494, p = .152). The two-way ANOVA for African American/Black
teachers showed Unawareness of Blatant Racial Issues (CoBRAS factor 3) were not
statistically significant between different teachers Subject (F(4, 46) = .234, p =.912) or
the interaction of CRTSE and Subject (F(10, 46) = .843, p=.591). However, a statistically
significant value was found for CRTSE groups (F(4, 46) = 3.572, p = .021) with an effect
size of η2 = .02 which is small as referenced by Cohen’s d (Privitera, 2018). A significant
main effect concludes that there is a significant difference amongst the levels of CRTSE
for African American/ Black teachers.
Post hoc analyses were then performed using Sidak to determine which groups
were statistically significantly different from each other. There was a significant
difference between teachers CRTSE level 1 of (58-78.29) and CRTSE level 4 (92.94100) (MD = 4.273, SE = 1.817, p = .023) and a statistically significantly difference
between teachers CRTSE level 2 (78.3-87.32) and CRTSE level 4 (92.94-100) (MD =
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5.288, SE = 1.869, p = .007). There was no significant difference between the other
groups.
The two-way ANOVA for Hispanic/ Latino teachers showed Unawareness of Blatant
Racial Issues were not statistically significant between different CRTSE scores (F (3, 25)
= 1.253, p = .312), teachers Subject (F(4, 25) = .576, p = .683) or the interaction of
CRTSE and Subject (F(6, 25) = 1.880, p = .124). Table 20 presents the two-way
ANOVA test for differences between means on IVs for Cobras factor 3 of teachers by
race.
The null hypothesis regarding the effect of teacher’s race and cultural selfefficacy on Unawareness of Blatant Racial Issues (CoBRAS factor 3) can be rejected
based on the significant difference in racial attitude between teachers of different races
(Welch’s F(2, 102.702) = 4.428, p = .014). The null hypothesis regarding the effect of
teacher’s cultural self-efficacy (CRTSE) can also be rejected based on its significant
effect on African American/Black teacher’s racial attitude (F(4, 46) = 3.572, p = .021).
Table 20
Two-Way Analysis of Variance of Unawareness of Blatant Racial Issues by Teachers’
Cultural Efficacy and Subject Specialty
Race
White

African
American/
Black

CRTSE
Subject
CRTSE *
Subject
Error
Corrected
Total
a
CRTSE

SS
27.332
97.962
778.510

df
3
4
11

MS
9.111
24.490
70.774

3457.913
4302.826

73
91

47.369

173.428

3

57.809
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F
.192
.517
1.494

p
.901
.723
.152

η2

3.572

.021*

.02

Subject
CRTSE *
Subject
Error
Corrected
Total
Hispanic/Latino CRTSE
Subject
CRTSE *
Subject
Error
Corrected
Total
Note: *p < .05
a

15.740
136.457

4
10

3.935
13.646

744.473
1236.938

46
63

16.184

88.244
54.103
264.932

3
4
6

29.415
13.526
44.155

587.050
178.974

25
38

23.482

.243
.843

.912
.591

1.253
.576
1.880

.312
.683
.124

Multiple comparisons were made using Sidak HSD test.

Conclusion
The descriptive and inferential analyses used to address the study’s research
questions were reported in Chapter Four. According to preliminary findings, in-service
teachers' colorblind racial attitudes differed depending on the race of the teachers. The
findings revealed a statistically significant link between teachers' race and their
colorblind attitude. Additionally, the analysis found a statistically significant association
between culturally responsive teaching self-efficacy beliefs and colorblind attitudes
among African American/Black teachers. Results indicated non-significant relationships
between teachers’ subject, CRTSE or their interaction and colorblind beliefs for White
and Hispanic/Latino teachers. The outcomes of the study will be discussed in Chapter 5,
as well as the study's limitations and recommendations for further research.
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CHAPTER 5: DISCUSSION
Educators and scholars have expressed concern about the cultural mismatch
between the majority of teachers, who come from White, Euro-American origins, and the
increasing number of students, who come from culturally and ethnically diverse
backgrounds. Frequently, teachers who orchestrate culturally responsive teaching fail to
recognize the significance of the underlying racial issues that facilitate the lives of
students of color. They are unaffected by, or are unaware of the problems that these
students confront on a daily basis. The ramifications of this reality are numerous, and a
substantial body of research-based literature has been generated on the subject by
educational and multicultural scholars such as Banks (2004), Bell (1980, 2004), Delpit
(1995, 2012), Freire et al. (2018), Gay (2000, 2004) and Ladson-Billings (2004, 2014)
and others.
The goal of the current study was to examine the extent to which teachers’ race,
their self-efficacy in culturally responsive pedagogy and academic content affects their
racial attitude. Cultural responsiveness as an extension of multiculturalism acknowledges
differences and recognizes that no two persons are alike, and that treating everyone
equally may not be beneficial for all. On the other hand, colorblindness implies that
distinctions between people should not matter, and that we should all be treated equally
in terms of opportunity, treatment, and outcomes (Aragón et al., 2017). By evaluating the
areas of culturally responsive teaching self-efficacy (CRTSE) and teachers’ demographic
data (race, academic subject), the researcher was able to identify impacts on colorblind
racial attitude. Participants were recruited from two school districts within the state of
New York and completed two online measures, CRTSE and CoBRAS, which were used
to compile the information for this study. The responses to the research questions of this
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study were outlined in the previous chapter (Chapter 4). This chapter contains a
discussion of these results within a conclusion, discussion, limits, and ideas for future
research.
Implications of the Findings
This study's findings have substantial implications for teachers and administrators
in school systems with diverse student populations. The overarching research questions
and hypotheses from chapter one concluded that teachers' race was a factor in racial
attitude and African American/Black teachers' culturally responsive teaching self-efficacy
was statistically significant to colorblind racial attitude, meaning it had a significant
effect on racial attitude. White and Hispanic teachers showed no statistically significant
differences on racial attitude scores or any of the subgroups of unawareness for culturally
responsive teaching self-efficacy or subject specialty. Additionally, the null hypothesis
was rejected for each of the three color-blind racial attitude factors—CoBRAS factor 1 –
Unawareness of Racial Privilege, CoBRAS factor 2 – Unawareness of Institutional
Discrimination, and CoBRAS factor 3 – Unawareness of Blatant Racial Issues, indicating
each factor, when compared by racial group showed a significant difference in racial
attitude.
These findings are important since differences in teachers' colorblind racial
attitudes may affect instructors' engagement with students of color within a culturally
responsive instructional setting. This research findings provide information for teachers
and school administrators when considering, selecting and providing professional
development for the purpose of working in classrooms of students of color. Finally,
students will benefit from teachers who are able to critically self-reflect on their own
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colorblind views thereby enhancing the educational environment for all (Goode, 2020;
Khalifa et al., 2016).
Implication of Colorblindness by Race
The findings of this research discovered that color blind racial attitude and teacher
race had a strong correlation. Specifically, White teachers showed more colorblind
attitudes when compared to African-American/Black and Hispanic/Latino teachers.
Moreover, this racial belief was shown for all factors of unawareness as measured by
CoBRAS. This result was similar to the study by Knowles and Hawkman (2019) where
in comparison to African American and Latino/a teachers, White instructors had a
statistically significant higher sense of efficacy in relation to colorblind teaching (α =.05).
In contrast, as opposed to White teachers, African American, Latino/a, and Multi-racial
teachers had a significantly higher understanding of their abilities to teach culturally
appropriate and race conscious pedagogies by recognizing the importance of students’
race. The authors (Knowles & Hawkman, 2019) wanted to add illumination to the
complexities of colorblind education in order to shift the field toward a normative, antiracist position in classrooms. This raises the question of whether a teacher's race
influences their awareness of racial issues confronting students and society.
Given the lack of diversity among instructors, whose majority are White and
middle class (Whitaker & Valtierra, 2018), and the expanding number of children of
color, it is critical to understand teachers' racial attitudes. Several educators and scholars
have expressed worry about the popularity of color-blind policies and practices in
American schools that denigrate culturally diverse pupils' various learning styles
(Hachfeld et al., 2015; Jupp et al., 2019; Knowles & Hawkman, 2019). Atwater (2008)
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claims that White teachers are unaware of the nature of colorblind discourses and their
impact on pupils of color, but the construction and mobility of these discourses is even
more concerning. Furthermore, Segall and Garrett (2013) analysis of White teacher
discourse revealed a widespread propensity for White teachers to ignore race and adhere
to colorblind views. These examples emphasize the need of examining teachers’ racial
attitudes for improving the educational environment of diverse students. This is one
reason why schools and teachers must fundamentally adjust their goals to include healthy
racial identity development and critical sociocultural consciousness with the goal of
academic accomplishment for all students.
There is a need to include race conscious awareness criteria in order to encourage
culturally sensitive teacher behaviors. The argument behind culturally responsive
pedagogy and Tate's (1997) illumination of the investigation of race in educational
inquiry mirrors critical race theory's (CRT) conviction in commitment to reform
programs for social change. This research utilized the tenets of critical race theory as a
theoretical foundation to focus on teachers’ colorblind perspectives when engaging in
instructions which are culturally responsive (Ladson‐Billings, 1995a). A culturally
responsive pedagogical method, like the aspirations of multicultural education, has
struggled to translate ideas into practice. It is still a defining pedagogy in which the
analysis of racial beliefs and attitudes has been under-theorized (Knowles & Hawkman,
2019). Scholars continue to draw attention to the intricacies of racial conflict, such as
color blindness (Knowles & Hawkman, 2019; Seagull & Garett, 2013), as well as the
assessment of culturally responsive pedagogy and teachers' efficacy. Each tenet of CRT
encourages teachers to analyze their worldviews and broaden their awareness and
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knowledge to incorporate their students' culture, race, and intersectionality in relation to
institutional and systemic racism and prejudices engendered by society's cultural
conditioning (Delgado & Stefancic, 2013).
More importantly, the findings support critical race theory's assertions that race
has a role in educational practices. These impacts can be defined as everyday activities
and situations that contain some level of racial unconscious malice. CRT helps to show
how prevailing theories of colorblindness disadvantage people of color and amplifies the
theory’s first tenet, which is the persistence of racism, referring to how racism is used and
maintained in society (Bell, 1992, 1995). If these dominant ideas persist through the
colorblind discord in education then the cyclic continuation of privilege and power will
remain for the dominant class reinforcing the status quo. When a teacher tells pupils that
race doesn't matter in the classroom, it's a statement that contradicts reality. Moreover, a
colorblind viewpoint fosters a fear of discussing race in the classroom, stifles meaningful
debate, and inhibits instructors from confronting evidence of racial inequality (Modica,
2015). Understanding any substantial differences between colorblindness (Khalifa et al.,
2016) and culturally responsive teaching self-efficacy (Evans, 2017) across self-identified
race and subject level of teachers, is a step toward eradicating disparities in education for
students of color.
Unawareness of Racial Privilege (CoBRAS factor 1)
There was a significant difference in Unawareness of Racial Privilege (CoBRAS
factor 1) between teachers' race groups. Results showed that White teachers had higher
scores than both African American and Latino teachers. Additionally, Hispanic/Latino
teachers Unawareness of Racial privilege were higher than those of African American/
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Black teachers. Altogether, when compared to African American and Hispanic teachers,
White teachers were mostly unaware of the privilege they obtain just by the virtue of
being White (Leonardo, 2004). This construct emerges from a historical viewpoint in
which federal laws allowed White people property and privilege ownership, hence
maintaining the status quo. According to critical race theory (CRT) property is viewed
through this lens as a right that has traditionally benefited Whites at the expense of
African Americans and other minority groups (Bell, 2004).
White privilege, like practically any other topic involving race or racism, is
difficult to discuss, especially among Whites who are afraid of looking racist. Research
has shown that most members of the most advantaged groups have a strong aversion to
admitting privilege (Jupp, 2019), adding to the unawareness factor and avoidance of race
related discussions (Modica, 2015). If this silence is not addressed, White educators will
become reluctant to discuss racism in the workplace, listen to what students or parents
have to say about teaching and learning, interact with them effectively, or initiate
discussions in their own classrooms about racial disparities with racially diverse students.
These are the types of practices which critical race theory (CRT) sought to dispel, since
they add to the oppressive structures shaping school policies.
According to CRT, discussions of oppression, such as racism, are valid,
appropriate, and necessary for comprehending and studying the predicament of
marginalized groups. CRT uses approaches such as storytelling, family histories,
biographies, and narratives to draw on the lived experiences of people of color (LadsonBillings, 1998). When students' voices are silenced to regulate teachers' comfort level, a
dismissal of the students’ identity ensues and permeates the structural injustice in
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education. Educators who practice culturally sensitive education must be willing to
engage in debates about privilege, power, racism, and oppression. If they are unable to
meet the challenge or are oblivious of their own colorblind perspective, they will obstruct
the promotion of equality through culturally relevant pedagogy (CRP) and contribute to
the marginalization of students of color in education. Thus, there needs to be a
continuation of focus of teachers, race consciousness to inhibit the catalyst of White
privilege as well as curricula entrenched in Eurocentric pedagogies.
Unawareness of Institutional Discrimination (CoBRAS factor 2)
There was a significant difference in Unawareness of Institutional Discrimination
(CoBRAS factor 2) between teachers’ race groups. White teachers more significantly
showed unawareness in comparison to both African American/Black and Hispanic/
Latino teachers. CoBRAS (Neville et al., 2000) focuses on the lack of awareness that
discrimination occurs as a result of educators' lack of shared experiences with the varied
pupils with whom they interact. Teachers may be oblivious of their own racial
preconceptions and biases, as well as the institutional racism that exists in society. It is
difficult to notice and define when, where, and how institutional prejudice happens, or
even that one may be the offender, due to a lack of knowledge. By critical race theory’s
(CRT) assumptions, this uncontested form of discrimination can be characterized as
those institutional rules and practices that are equal in nature but disproportionately
disadvantage racial minority groups (Lawrence, 1987). With this in mind, teachers and
administrators must examine their colorblind attitudes to see if academic content and
tools provide pupils with biased information.
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It is critical that students' curricula are culturally appropriate. State requirements
are generic and do not allow for student variation. As teachers engage students in the
curriculum, it is vital to not only include culturally relevant materials, but also to
critically explore the power imbalances arising from social constructs such as racism. If,
as is frequently the case, the curriculum being taught does not even take into account the
unique needs and experiences of underprivileged students, it contributes directly to
educational disparity. Furthermore, if teachers engage students in curricula that exclude
Black and Brown people from the respectable narrative of American exceptionalism, an
exclusionary version of history is constructed (Young, 2010b), thus further silencing the
voices of people of color. These activities are examples of how schools construct and
maintain racialized systems (Cobb, 2017) that serve to exclude students of color from the
overall school culture. When teachers are unaware of these types of institutional
discrimination they indirectly add to the reproduction of disparities supporting
inequitable structures in schools and communities.
Unawareness of Blatant Racial Issues (CoBRAS factor 3)
There was a significant difference found in Unawareness of Blatant Racial Issues
between White teachers and African American/Black teachers. These results indicate that
White teachers when compared to African American/Black teachers are more unaware of
their own racial biases and prejudices. This conclusion is important in understanding the
daily interactions between teachers and students in culturally diverse classrooms
(Bonilla-Silva, 2010).
As previously mentioned, CRT draws attention to the pervasiveness of racism in
the fabric of American society and emphasizes on the continual struggle to raise the
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ruling class's race awareness by pressing them to listen to the voices of people who have
been historically marginalized (Delgado & Stefancic, 2013). If teachers hold on to their
ways of knowing which places people of color in stereotypical lights then how are they
going to be successful in a culturally diverse classroom? Deficit thought is the culprit for
the racialist perceptions of White teachers (Ford & Grantham, 2003). When deficient or
stereotypical assumptions of students of color are verbalized by White teachers,
narratives that negatively depict people of color results. Implicit racial bias are formed as
a result of this continuous cultural conditioning, posing a threat to cultural competency
and humility. These myths are so ingrained in school culture that they can go
unrecognized, ignored, or dismissed as harmless, obstructing students' progress and
encouraging teachers to have low expectations for children of color. According to Gay
(2000), teachers who have low expectations for their students demonstrate a lack of
confidence in their capacity to teach them. As a result, they blame student home lives for
their lack of intelligence and deficit.
Both teachers and students' experience in racism influences their interactions and
eventual engagement in a culturally responsive setting. Racism awareness meshed with
critical consciousness (Byrd, 2016) is essential for teachers’ initiation of bridging
students home and school cultural connections. According to Khalifa et al. (2016), there
is a need for emphasis and critical self-reflection of educators when challenging the
negative notions associated with colorblindness for an appreciation of cultural and racial
diversity. If this unawareness persists, it will reinforce an inequitable and disparate
structure that denies students equal opportunities.
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Implication on CRTSE
There was a significant difference in color blind racial attitude between CRTSE
groups for African American/Black teachers. The results indicated that teachers at higher
levels of cultural efficacy showed lower levels of colorblindness. Specifically, these
outcomes arose from African American teachers' Unawareness of Blatant Racial Issues
(CoBRAS factor 3) since it was the only CoBRAS factor showing significance amongst
all the other factors. These results indicate that African American teachers' efficacy to be
culturally responsive varies by their Unawareness of Blatant Racial Issues.
When compared to Siwatu (2007) study where participants showed high efficacy
to be culturally responsive (M = 3361.89, SD = 342.03), participants in this study had
similar efficacious belief (White (M = 3372.14, SD = 407.854); African American (M =
3471.72, SD = 454.964); Hispanic (M = 3757.05, SD = 313.878)). Additionally, African
American/ Black teachers in this study had the lowest scores on CoBRAS factor 3 (Table
4).These comparisons show that even though each racial group of participants showed
high confidence in engaging in the cultural pedagogical approach, only African
American/ Black teachers (with the least Unawareness of Blatant Racial Issues) showed
significant differences between the CRTSE levels. Hispanic/Latino and White teachers,
who showed the highest level of colorblindness, did not differ significantly by CRTSE
levels.
One question arising from these results are the higher colorblind scores of White
teachers compared to the lower scores of African American/ Black teachers and the nonsignificant relationship between White teachers CRTSE groups in comparison to their
colorblind attitudes. These outcomes indicate that White teachers’ efficacy to be
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culturally responsive does not significantly alter their colorblind beliefs. Sleeter (2008)
examined White teachers use of a colorblind approach to teaching racially diverse
students, either to a lack of knowledge or a fear of racial tensions arising from such
discussions. Furthermore, many White teachers are unaware of their own cultural bias,
feeling that their beliefs and habits are "normal" and worthy of others' ambitions. This
may be a reason behind White teachers’ high efficacious belief in instruction that is
culturally responsive. If students must be “normed” to fit in a European cultural context
then being colorblind ensures this endeavor. Some experts, on the other hand, underline
how teachers of color can contribute benefits that go beyond identifying with a specific
race or ethnic group, such as the ability to relate to a wide range of students due to their
own marginalization.
According to Bandura (1977) mastery experience built by interactions of internal
ideas, behavior and external factors is one of the driving forces behind self-efficacy.
Consequently, teachers' engagement, historical contacts and knowledge and interactions
with diverse groups will speak to the efficacy of these exchanges. Seeing that the
demographics of teachers who were African American/Black in this study taught in
settings with mostly Hispanic/Latino students (this was the same for Hispanic/Latino
teachers), the implications of their results of colorblind and self-efficacy relationship
must be discussed. The barrier to be considered is whether the lack of cross racial contact
(Burden, 2011) added to African-American teachers colorblind attitude causing a
negatively correlated comparison with efficacy to be culturally responsive.
Research has shown (Aragón et al., 2017; Evans, 2017) a lack of awareness of
colorblind beliefs relates to teachers' culturally responsive teaching self-efficacy by
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inhibiting inclusive teaching practices. This is one of the reasons, amongst many, why
schools should provide instructors with opportunities and spaces to confront colorblind
ideas and self-reflections since many teachers may feel that taking a color-blind approach
is equitable. Tenets of culturally relevant pedagogy (CRP) such as teaching for sociopolitical consciousness, requires educators to be open to engage in discussions of
privilege, power, racism and oppression. If they are not up to the challenge or are
unaware of their own colorblind perspective they directly inhibit the promotion of equity
through CRP and add to the cycle of marginalizing education of students of color. “As
long as the philosophy of color blindness maintains its role as a dominant belief in our
society, not only will people of color continue to suffer individually, but it will perpetuate
inequities in health care, education, and employment” (Neville et al., 2016, p. 6). Longterm aspects of professional development, according to Goode (2020), can bring out
instructors' colorblind ideas and assist them in moving in the direction of culturally
appropriate pedagogy. Exploring the ramifications of a critical race viewpoint should be
done in tandem with continuing support.
Another question which arose from the results was similarity in ethnicities as
applied to the relationship between African American/Black teachers and the students of
color they teach. More specifically, does homogenous race between teacher and student
support cultural efficacy and inhibit colorblind perspectives? Even though research has
shown that same race teachers effectiveness with attaining academic progress of students
of color were more effective as compared to White teachers, Gay (2000) and Milner
(2006) asserts that any race of teachers can teach in a culturally responsive manner to any
ethnic group of students. Additionally, race matching (Cruz et al., 2020) does not
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guarantee self-efficacy to be culturally responsive. The real importance here is colorblind
awareness and building cultural efficacy through critical self-reflection (Khalifa et al.,
2016).
According to Nelville et al. (2000), for racial and ethnic minorities and Whites,
the function and implications of acquiring stronger color-blind racial attitudes may be
conceptually different. Adopting a color-blind perspective may help Whites avoid
recognizing racial inequalities in society, thereby reducing any conflict or dissonance that
may arise from believing that the United States is a country founded on the principles of
liberty and equality, and acknowledging that racism and racial inequality exist in the
United States. This denial or obviousness may encourage passivity, which helps to
perpetuate the privileges enjoyed by many Whites. On the other hand, adoption of a
color-blind perspective by racial and ethnic minorities may suggest that instead of
preserving one's privileges, one may be contributing to one's own oppression. These are
vague ideas that are counter to one's personal or social interests and hence contribute to
maintaining one's or a group's disadvantageous position (Nelville et al., 2000). Lack of
understanding of racial discrimination may impede people from forming adequate
defenses against a potentially hostile environment, as well as from actively trying to
reform and transform the structures.
Relationship to Prior Research
This study used quantitative analysis to see if there were statistically significant
differences in colorblind racial attitude scores among teachers of various racial
demographics. To evaluate potential differences between teachers' race and the dependent
variables of racial attitude (CoBRAS) and each of its three factors, preliminary tests
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(Welch’s ANOVAs, one-way ANOVA) were undertaken. Two-Way analysis of variance
examined any significant statistical differences between teachers' culturally responsive
teaching self-efficacy (CRTSE), subject and CoBRAS and each of its three factors. The
first research question looked into the statistical mean difference in racial attitudes among
instructors of various races, academic subjects, and self-efficacy in providing culturally
responsive instruction.
In service teachers who self-identified as White, African American/Black and
Hispanic/Latino had substantial statistical differences in their CoBRAS ratings. The
analysis determined that White teachers had a significantly higher score on racial
colorblindness as measured by CoBRAS compared to African American/ Black and
Hispanic/ Latino teachers. The comparison between the latter two races mentioned was
not significant. This finding is similar to the results of Neville, Lilly, Duran, Lee and
Browne (2000) study where participants who identified as Blacks and Latinos on
CoBRAS, showed less colorblind racial attitudes than Whites. Additionally, the CoBRAS
total mean score for White teachers (M = 62.75, SD = 21.175) in this study scored similar
to the mean score of 67.30 (SD = 11.83) provided by the assessment's creators (Neville et
al., 2000). Considering the comparable scores indicates similar levels of racial belief
related to colorblindness. One explanation is lack of intentional incorporation of racial
discussions in professional settings. Additionally, further studies (Atwater, 2008;
Knowles & Hackman, 2019) reveal that White teachers are unaware of the structure of
colorblind discourses and their impact on pupils of color, but the construction and
mobility of these discourses is even more concerning. Similarly, Segall and Garrett
(2013) examination of White teacher discourse reveals a widespread propensity for White
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teachers to ignore race and adhere to colorblind views. Evading, individualism, and
deflection were the three components discovered in their study of the colorblind
argument, all of which contribute to the persistent marginalization of students of color.
This demonstrates instructors' perceptions about teaching in a culturally relevant manner
(Allen, 2017), implying that colorblindness is maintained, lowering teachers' self-efficacy
in CRP (Parker-Hart, 2019). Evans (2017) also found a negative association between
teachers' self-efficacy in CRP and their colorblind views, implying that teachers'
heightened colorblind viewpoints impair their self-efficacy in culturally responsive
teaching.
According to Goode (2020), teachers' capacity to teach racially diverse children
can be strengthened as a result of a development workshop that brings race-based debates
to the surface without resorting to a colorblind pedagogy. Goode (2020) proposes that our
belief system harnesses gates for students and the importance of providing teachers with
the resources they need to improve their own capacity to effectively recruit and instruct
culturally diverse students is underscored by the gatekeeping impacts of educator belief
systems. Goode (2020) echoes Young (2010b) research where it is amplified, “to
challenge the systemic roots of racism, therefore, requires individual teachers who
acknowledge the presence of racism in schools, not simply in the sense of attempting to
make lessons culturally relevant to minority students, but in the sense of recognizing that
the curriculum, the pedagogy, and the very ideology that schools uphold and endorse the
standard of whiteness” (Young, 2010b, p. 9).
Research by Aragón, Dovidio, and Graham (2017) whose study (N= 628)
consisted primarily of White teachers (79.1 %) explained how teachers engaged in the
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language of inclusive teaching practice will either stem to multicultural inclusion or
colorblindness depending on their individual perspectives on diversity. Stronger support
for colorblind ideology was linked to less reports of inclusive teaching practices being
used, according to the study. In other words, those with a high level of colorblind
ideology thought using fewer inclusive teaching approaches was a good idea, whereas
more inclusive teaching practice was supported by participants with a low level of
colorblind ideology. Aragón et al. (2017) asserts the desire to be fair to members of
traditionally disadvantaged groups may encourage the adoption of both colorblind and
multicultural philosophies with the former adding to the perpetuation of inequity and the
status quo. This aligns with the negative correlation between color blindness and teacher
self-efficacy (Hachfeld et al., 2015; Parker-Hart, 2019) and using a colorblind approach
to teaching and learning as adequate and appropriate measures (Evans, 2017). According
to Neville et al. (2000) and others, a low CoBRAS score or less color blindness is
associated with greater cultural responsiveness, while a high CoBRAS score is associated
with less cultural responsiveness.
Analysis of inherent differences between teachers' culturally responsive teaching
self-efficacy (CRTSE) and academic subjects on their racial attitude (CoBRAS) and each
of its three factors were performed for each race of participant in this study. Results
showed a non-statistically significant difference between CRTSE levels, teachers’ subject
or the interaction of CRTSE and subject for White and Hispanic/ Latino teachers.
Conversely, African-American/ Black teachers' CRTSE levels were significantly
different in comparison to their colorblind beliefs. Teachers who scored at level 2 (78.387.32) and level 3(87.33-92.93) were statistically significant in color blind racial attitude,
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along with teachers who scored at level 3(87.33-92.93) and level 4 (92.94-100). Prior
research on minority teachers’ self-efficacy in culturally responsive teaching show
educators who advocated for pupils of color using culturally relevant pedagogy and selfefficacy (Warren-Grice, 2017), while others (Grissom et al., 2020) supports the idea of
improved academic growth of students of color when matched with same race teachers.
Teachers' self-efficacy in culturally responsive pedagogy was oriented on combating
racism through teaching and developing caring relationships as part of their success with
students, according to these researchers.
In addition, Aragón et al. (2017) revealed intentions to follow egalitarian teaching
methods were separately predicted in opposite ways to colorblind and culturally diverse
teaching philosophies. To summarize, inclusionary activities were linked to educators'
personal ideologies on diversity, according to the study's implementation findings.
Stronger multicultural ideology endorsements projected higher reports of adoption of
inclusive teaching methods, whereas stronger colorblind ideology endorsements
predicted lower reports of implementation of inclusive teaching strategies. Similar results
were shown for research by Parker-Hart (2019) where teacher efficacy correlated
negatively to colorblind attitudes.
There is a lot of variation within groups, and it's important not to oversimplify any
group's characteristics, but there's something special when groups share a commonality
and a deep understanding of the racism dilemma. Black students frequently carry with
them a slew of issues stemming from racism, injustice, and discrimination (Milner 2002).
Prejudice and unfairness built on the basis of racism will occur in situational contexts not
only as a result of their daily experiences, but also as a result of institutional and
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structural circumstances. Although this study results show colorblindness of African
American/Black teachers varied with culturally efficacy levels, it does not refute the
literature on these teachers’ abilities to be culturally responsive in the racial arena
context. Random chance could be one explanation for the disparity between the research
literature and the findings of African American/ Black teachers in this study.
Limitations of the Study
This research was limited to a sample of two Northeast school districts from the
New York State region. It's possible that the findings may not be applicable to other
groups. The responses of the participants were entirely voluntary, as such, data is limited
to individuals who were genuinely interested in taking part in the study. Participants had
to read the entire survey instrument and honestly answer each of the 67 questions.
Participants may not have given honest answers or taken the time to read each question
attentively, which could have skewed the results collected. Some participants may be
uncomfortable with the CoBRAS questions, which may limit their ability to legitimately
answer some of the questions. On the other hand, participants may have self-reported
greater scores on the Culturally Responsive Teaching Self-Efficacy scales because of
their eagerness to engage in and their self-identified expertise of the research topic.
One particular drawback of this study is of concern. Survey participants were not
demographically representative of diverse schools. When viewing the demographics of
teachers, it was evident that almost all minority teachers came from the participating
district with few White students (3%) and most White teachers in this study (69%) came
from the participating district with a racial composition of 95% White teachers and
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around 60% White students. This lack of diversity amongst students and teachers in each
district may have influenced the statistical conclusions.
The ethnic and cultural demographics in American classrooms are shifting.
Teachers are still overwhelmingly White, female, and from middle-class households,
which sets them apart from many of the students in their classrooms, particularly in urban
areas. Teachers who are confronted with these discrepancies look for diversity models to
assist with management. The two most prevalent models used by instructors are
colorblindness and multiculturalism. With this in mind, White teachers at the school
district with minority students may have had to adjust to a more colorblind vs
multicultural shift in comparison to teachers teaching at the district with the less diverse
student population. These experiences may create a limitation to the results where
responses may occur due to social desirability set or acquiescence bias. Differences in
school environments, which causes variations in classroom engagement and instruction
quality, and curricula, may create different levels of participants CoBRAS and
CRTSE scores.
Recommendations for Future Practice
School leaders must develop a culturally responsive learning environment to
effectively train teachers to be culturally responsive (Khalifa et al., 2016). This is critical
since teachers are frequently unable to recognize and unravel their biases. Aragón et al.
(2017) highlights the importance of dialogue and ongoing professional development in
raising the race consciousness of educators for sustaining inclusive teaching practices.
Dismantling colorblind philosophy is a crucial first step in teacher learning in this field of
culturally responsive learning environments of students. Professional literature highlights
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the importance of continuing professional development opportunities in raceconsciousness throughout a teacher's teaching career in order to keep them effective.
Goode et al. (2020) found that teachers avoided race conversations and responses
employed colorblind discourse. This led to the suggestion of the inclusiveness of diverse
long-term, learning opportunities for teachers to catalyze conversation about race that has
the potential to transform learning opportunities for all students.
Another proposal arising from this research that applies to researchers and
educators interested in enhancing education is to create intentional communities to
promote culturally responsive practices throughout schools. Intentional communities,
according to Delpit (2012), are defined by conscious endeavors to understand who
children are, their lived cultures emanating from their identified race, interests, skills, and
constructs. These culturally responsive practices anchored in intentional communities
(Steele 2010) have a lot of promise as a framework for school administrators looking to
provide effective CRT training for their teachers. For these to become efficacious,
teachers and school administrators from a variety of backgrounds are needed as it is
apparent that school-age populations are becoming more diverse. This research and
others, have shown the colorblind racial attitude of White teachers who remain the
majority race of American teaching staff. In order to address the lack of diversity in the
teaching force, it is important to recognize that a colorblind attitude hinders the academic
progress of students of color and that each ethnic group has its own culture and
uniqueness. This can help with future educator preparation, recruitment, and retention, as
well as support culturally responsive teaching.
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Recommendations for Future Research
Nieto (2005) discussed the evolution of multiculturalism and how moments of
justice and inclusiveness turned into exclusion and racism. Schools must take a stand and
commit to social justice by challenging so-called racial color-blind discourse, which
perpetuates inequities, in order to move away from the stagnation of racism and its
debris, such as color blindness, and effectively prepare teachers to work with students of
culturally diverse backgrounds (Nelville et al., 2016). Future research could build on the
current study by including teachers’ age groups, expanding the number of different race
groups, and utilizing comparable predictor variables to assess the possibility of
correlations with the criterion variable of color-blind racial attitude scores.
A different method of data gathering and analysis would be beneficial in future
studies. Through physical observation, this research, when combined with qualitative
methodologies, would help the researcher to better understand the participants'
subconscious and innate nature. Open-ended questions are allowed in qualitative
research, allowing for the collection of additional data based on emotional responses. The
researcher can conduct a more in-depth examination of the themes by looking beyond the
participants' surface level comments. This type of study could provide more information
on teachers' colorblind racial attitude and their ability to be culturally responsive.
Future research that employs longitudinal designs, manipulates colorblind and
multicultural ideologies experimentally, and includes direct observations of teaching
methods will help triangulate the hypothesized causal relationships and the findings'
validity. Furthermore, the study should assess the types of cultural awareness and race
consciousness training that districts are now requiring, as well as how participation in
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such training may affect instructors' color blindness, as well as their judgments and
suggestions for children.
Conclusion
The use of culturally appropriate pedagogy in research is seen as a paradigm
change toward achieving equal results for all students. This model explores student
success, cultural identity formation, and critical viewpoints that students need in order to
challenge inequities maintained by schools and institutions (Ladson-Billings, 1995b). A
constructivist approach to culturally responsive teaching enables students to be
themselves in the classroom where interactions with the teacher and peers are done
authentically. Research shows that a direct emphasis on race and ethnicity in the
classroom is advantageous to this cause. Thus, the promotion of culturally responsive
pedagogy is done through a promotion of race consciousness of teachers. This study adds
to the limited but growing body of knowledge about the formation and monitoring of
teachers' colorblind racial attitudes in the delivery of culturally responsive instruction.
This investigation and discussion also adds to the complexity of understanding the
culturally responsive teaching construct in terms of teachers’ race. Greater efficacy in
being culturally responsive does not always correlate with the depth of understanding
regarding racial injustice in society, as the findings of this study show. However, certain
demographics, such as teachers' race, have a strong link to heightened colorblind
attitudes. This study supports my recommendations of teachers increasing their
knowledge in students’ racial and ethnic background to promote culturally responsive
teaching. An examination of the findings of this study, as well as its relation to
colorblindness and multicultural literature, revealed racial attitude differed by teachers’
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race and highlighted the importance of involving diverse teachers in long-term, multi
cohort learning opportunities to catalyze discourse regarding race and culturally
responsive teaching, which has the potential to improve learning chances for all students.
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APPENDIX B: CRTSE SCALE
Rate how confident you are in your ability to successfully accomplish each of the tasks
listed below.
Each task is related to teaching. Please rate your degree of confidence by recording a
number from
0 (no confidence at all) to 100 (completely confident). Remember that you may use any
number between 0 and 100.
I am able to:
0
10
20
30
40
50
60
70
80
90
100
No
Confidence At All
Moderately Confident
Completely Confident
1. Adapt instruction to meet the needs of my students.
2. Obtain information about my students’ academic strengths.
3. Determine whether my students like to work alone or in a group.
4. Determine whether my students feel comfortable competing with other students.
5. Identify ways that the school culture (e.g., values, norms, and practices) is different
from my students’ home culture.
6. Implement strategies to minimize the effects of the mismatch between my students’
home culture and the school culture.
7. Assess student learning using various types of assessments.
8. Obtain information about my students’ home life.
9. Build a sense of trust in my students.
10. Establish positive home-school relations.
11. Use a variety of teaching methods.
12. Develop a community of learners when my class consists of students from diverse
backgrounds.
13. Use my students’ cultural background to help make learning meaningful.
14. Use my students’ prior knowledge to help them make sense of new information.
15. Identify ways how students communicate at home may differ from the school norms.
16. Obtain information about my students’ cultural background.
17. Teach students about their cultures’ contributions to science.
18. Greet English Language Learners with a phrase in their native language.
19. Design a classroom environment using displays that reflects a variety of cultures.
20. Develop a personal relationship with my students.
21. Obtain information about my students’ academic weaknesses.
22. Praise English Language Learners for their accomplishments using a phrase in their
native language.
23. Identify ways that standardized tests may be biased towards linguistically diverse
students.
24. Communicate with parents regarding their child’s educational progress.
25. Structure parent-teacher conferences so that the meeting is not intimidating for
parents.
26. Help students to develop positive relationships with their classmates.
27. Revise instructional material to include a better representation of cultural groups.
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28. Critically examine the curriculum to determine whether it reinforces negative cultural
stereotypes.
29. Design a lesson that shows how other cultural groups have made use of mathematics.
30. Model classroom tasks to enhance English Language Learner’s understanding.
31. Communicate with the parents of English Language Learners regarding their child’s
achievement.
32. Help students feel like important members of the classroom.
33. Identify ways that standardized tests may be biased towards culturally diverse
students.
34. Use a learning preference inventory to gather data about how my students like to
learn.
35. Use examples that are familiar to students from diverse cultural backgrounds.
36. Explain new concepts using examples that are taken from my students’ everyday
lives.
37. Obtain information regarding my students’ academic interests.
38. Use the interests of my students to make learning meaningful for them.
39. Implement cooperative learning activities for those students who like to work in
groups.
40. Design instruction that matches my students’ developmental needs.
41. Teach students about their cultures’ contributions to society.
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APPENDIX C: COLOR BLIND RACIAL ATTITUDE SCALE

Color-blind Racial Attitudes Scale Scoring Information
Color-Blind Racial Attitudes Scale SCORING INFORMATION
Neville, H. A., Lilly, R. L, Duran, G., Lee, R. M., Browne, L. (2000). Construction and
Initial Validation of the Color-Blind Racial Attitudes Scale (CoBRAS). Journal of
Counseling Psychology, 47, 59-70.
Directions. Below is a set of questions that deal with social issues in the United States
(U.S.). Using the 6-point scale, please give your honest rating about the degree to which
you personally agree or disagree with each statement.
Please be as open and honest as you can; there are no right or wrong answers. Record
your response to the left of each item.
1
Strongly
Agree

2

3

4

5

6
Strongly
Disagree

1. ____ Everyone who works hard, no matter what race they are, has an equal chance to
become rich.
2. ____ Race plays a major role in the type of social services (such as type of health care
or day care) that people receive in the U.S.
3. ____ It is important that people begin to think of themselves as American and not
African American, Mexican American or Italian American.
4. ____ Due to racial discrimination, programs such as affirmative action are necessary to
help create equality.
5. ____ Racism is a major problem in the U.S.
6. ____ Race is very important in determining who is successful and who is not.
7. ____ Racism may have been a problem in the past, but it is not an important problem
today.
8. ____ Racial and ethnic minorities do not have the same opportunities as White people
in the U.S.
9. ____ White people in the U.S. are discriminated against because of the color their skin.
10. ____ Talking about racial issues causes unnecessary tension.
11. ____ It is important for political leaders to talk about racism to help work through or
solve society’s problems.
12. ____ White people in the U.S. have certain advantages because of the color of their
skin.
13. ____ Immigrants should try to fit into the culture and adopt the values of the U.S.
14. ____ English should be the only official language in the U.S.
15. ____ White people are more to blame for racial discrimination in the U.S. than racial
and ethnic minorities.
16. ____ Social policies, such as affirmative action, discriminate unfairly against White
people.
17. ____ It is important for public schools to teach about the history and contributions of
racial and ethnic minorities.
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18. ____ Racial and ethnic minorities in the U.S. have certain advantages because of the
color of their skin.
19. ____ Racial problems in the U.S. are rare, isolated situations.
20. ____ Race plays an important role in who gets sent to prison.
Factor 1: Unawareness of Racial Privilege consists of the following 7 items: 1, 2, 6, 8, 12,
15, and 20.
Factor 2: Unawareness of Institutional Discrimination consists of the following 7 items:
3, 4, 9, 13, 14, 16, and 18.
Factor 3: Unawareness to Blatant Racial Issues consists of the following 6 items: 5, 7, 10,
11, 17, and 19.
Results from Neville et al. (2000) suggest that higher scores on each of the CoBRAS
factors and the total score are related to greater: (a) global belief in a just world; (b)
sociopolitical dimensions of a belief in a just world, (c) racial and gender intolerance, and
(d) racial prejudice.
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APPENDIX D: CoBRAS PERMISSION

Color-Blind Racial Attitudes Scale Permission
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APPENDIX E: CRTSE PERMISSION
On Wed, Sep 16, 2020, 9:10 AM Siwatu, Kamau <
wrote:
Hello –
I am pleased to learn of your interest in my research. Please see attached
document. Best wishes with your research.
Kamau Oginga Siwatu, Ph.D.
Department Chair
Professor of Educational Psychology
College of Education, Box 41071
Texas Tech University
Lubbock, TX 79409-1071
Office telephone:
Email:

Virtual Office Hours
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